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ABSTRACT 
TESTIFYING ON RACISM: 
AFRICAN AMERICAN EDUCATORS, RACIAL IDENTITY AND 
ANTI-RACISM PROFESSIONAL DEVELOPMENT IN SCHOOLS 
SEPTEMBER 1996 
PAULA ELLIOTT, B.A., OAKLAND UNIVERSITY 
M.Ed., BOSTON UNIVERSITY 
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Sonia Nieto 
Limited attention has been given to Black teachers’ attitudes toward school- 
based diversity initiatives. This study focuses on African American educators and 
their responses to strategies designed to promote quality education that is also anti¬ 
racist in predominantly White schools. This research presents their perceptions on 
the educational and social ramifications that racism has for African American 
students and families. This inquiry has significance for in-service staff development 
and pre-service teacher trainers because the findings illustrate a setting where 
educators of different races explicitly address racism and factors of student 
achievement. 
This study examines African American educators’ experiences in an extended 
professional development course funded by a multi-district consoritum designed to 
increase Black achievement. The study focuses on perceptions of curriculum 
investigating racial identity development theory, White privilege and the influence of 
racism in classroom practices. The methodology included ethnographic data, in- 
depth interviews and analysis of documents from a 52 hour, year long course. The 
analysis examines Black educators’ attitudes on what facilitates or obstructs schools’ 
capacity to provide equitable and anti-racist education. 
Vll 
This study finds that Black educators want staff development that provides 
comprehensive and reflective approaches to address racism. This experience is 
supported by a curriculum that explicitly addresses White privilege, racial identity 
theory, and social dynamics that perpetuate racism. To carry out this experience 
instructors need to be experienced in facilitating anti-racist training and recognizing 
indicators of individual and institutional commitment to anti-racist staff development 
goals. 
This research recommends staff development planners and facilitators 
working in predominantly White settings recognize distinctive professional conflicts 
African American educators experience and the significance of having a critical mass 
of Black participants present in the training experience. It further recommends 
support for on-going intra-group communication for Black and other racial minority 
members via affinity groups. Finally, this study supports organizational analysis that 
informs strategic interventions that promotes student achievement and active anti¬ 
racist programming. From inception to conclusion this study asserts the need to 
solicit African American and other educators’ of color perceptions regarding 
institutional commitment to inclusion and educational equity. 
Vlll 
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What do teachers and students need in order to meet the 
opportunities and challenges of living in the 21st century? Some people 
call for the development of new technological skills, comprehension 
strategies, and marketplace values to maintain the United States’ interests 
in a highly competitive global economy. Others propose a return to 
“traditional” values. Scholars in the academy offer widely varied opinions 
about contemporary educational goals, efficient school structures, and the 
provision of lively and competent instruction. As left and right-wing 
special interest groups assert their own agendas, each side calls into 
question the other’s list of priorities. Every advocate recognizes the odds 
against getting needed political support and obtaining public and private 
funding. Thus the climate for comprehensive educational change is made 
more unstable due to increased public scrutiny and a thick cloud of 
rhetoric which obfuscates what is institutional and what is intimately 
personal in the process of teaching and learning. 
Public discussions on these matters have broadened beyond the 
academy. Messages from the media reflect urgent concerns that 
underscore the voices of parents, policy makers, teachers, and students. 
In this maelstrom, seldom does attention focus on the quality of human 
relationships among teachers, students and their families. Ironically, 
interpersonal dynamics are overwhelmed as bureaucratic and political 
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attention depersonalizes debates on instruction, curriculum and student 
support. Often schools are singled out to address many societal ills. 
There are greater social pressures and obstructions that impede 
teaching and learning and take a toll on all human relationships within a 
school. That being the case, how do escalating social pressures, changing 
school structures and a greater recognition of human differences influence 
the quality of working relationships among colleagues and students? What 
goes on between people who are of the same race and those who are not? 
This study focuses on a select group of African American educators 
and their responses to strategies to promote quality education that is anti¬ 
racist in predominantly White suburban schools. It builds a vantage point 
from which to solicit and understand Black educators’ perceptions about 
the educational, social and economic ramifications that racism has for 
African Americans in these schools. Their discussions reveal insights into 
what occurs when Black and White educators come together to explicitly 
address racism. 
While racism has persisted for a long time, it continues to be 
extremely difficult to understand and discuss in public settings. This study 
will examine the meaning of racial and cultural differences for a specific 
group of Black educators. Poet and activist Audre Lorde wrote that a 
profit economy sets up people to see human differences simply in 
opposition to one another. She notes that “. . . we have no patterns for 
relating across our human differences as equals. As a result those 
differences have been misnamed and misused in the service of separation 
and confusion” (1990, p.281) By shining a light on what makes it so 
difficult to talk directly about racial differences we can heed Lorde’s 
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direction to examine the distortions which result from our misnaming 
them and their effects upon human behavior and expectation” (1990, 
p.282). For educators to understand change is to learn to distinguish and 
critically examine socially constructed perceptions about students, families 
and colleagues. They must also understand the historic and social context 
that impedes substantive dialogue about racism. 
During the past three decades the American public has often been 
reminded of the persistence of racism. Sometimes these reminders have 
surfaced in the form of violent public uprisings such as those in Los 
Angeles in 1993. When massive street violence, burning and looting 
erupted, news reports connected them to uprisings by Black and Brown 
people more than 25 years ago in Los Angeles, Detroit and Miami. Such 
events serve as catalysts for high-gloss media attention to attitudes about 
race and racism and public debates about causes, impact and new or 
recycled remedies. Yet those discussions fade away as new concerns, 
such as courtroom trials of celebrities, take center stage. For many Black 
people, the transitory and often patronizing nature of these discussions 
exacerbates their collective rage, frustration and acts of self-depreciation 
which reinforce pessimistic beliefs among many Blacks that they will 
continue to receive an unequal form of justice. 
Legal scholar, Derrick Bell (1992) has addressed the continued 
significance of institutional racism and the inhibitions to talk about it. In a 
published interview Bell examined the way attitudes about race and class 
intermingle to perpetuate racial discrimination within discussions of public 
policy (Ehrbar, 1994). Fie noted the inclination of many White people, 
unaware of race as a factor in their lives, to interpret life circumstances 
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solely on the basis of economic status. Bell described how individuals 
who were threatened about their position in a climate of massive job 
losses, were more willing to accept race-based stereotypes and 
misinformation. 
Frustration about job insecurity and guilt about racist acts in the past 
allow Whites to resist talking about racism in contemporary situations. 
The beliefs that the goals of integration have been achieved and that 
affirmative action fosters “reverse discrimination” have also negatively 
influenced Whites’ perceptions about racism’s pernicious existence. The 
divide between Blacks and Whites over the nature of racism has broadened 
in recent years. Whites think Blacks have become unfairly advantaged by 
their race and that economic status as opposed to race is the real issue. 
Patterns in the media create barriers to widespread, public dialogue about 
racism. One pattern is the generally favorable coverage given to Blacks 
who encourage the “pull yourself up by your boot-straps” ethic and 
individual responsibility. Social analysts framing issues solely as economic 
disenfranchisement highlight a pattern that minimizes the potency of 
racism. The message, portrayed as an either/or dichotomy, diminishes the 
significance of race in social, economic and political discourse. 
Obstacles to addressing racism are complex. Participation in 
dialogue about racism requires acknowledgment of the intricate 
relationships that exist among power, culture and knowledge. It is equally 
important to recognize whose knowledge is valued and who has the power 
to validate knowledge. Talking about racism also requires an awareness 
that being a member of a racial group means recognizing the social status 
and privileges accorded to that group in this society. Since Whites have 
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been the main beneficiaries of racism it is not difficult to understand why 
they have difficulty acknowledging that they gain from the continuation of 
racism (Tatum, 1992). They also have trouble examining racism and the 
connections between their resistance to changes in the status quo and their 
self interests. 
Addressing racism has distinctive challenges for African Americans 
and other people of color. For Blacks often situated as the literal and 
figurative minority, it is difficult to confront racism without professional 
and personal attack. Generally, because White colleagues will not raise the 
issue, Blacks have the burden of being the ones who call the question. 
When discussions about racism do arise, White people frequently get 
defensive, overwhelmed and act in ways that reduce the significance of 
the concern. The concerns about race and culture for Asian Americans, 
Native Americans, and Latinos are generally not considered as significant 
to the public discussion on racism. They are often made invisible by 
Whites and Blacks or at best, the historic and contemporary impact of 
racism on these groups gets mentioned as an afterthought. 
Within the Black community, there is another current flowing that 
stirs up rough waters for dialogue about racism and it concerns gender. 
Black women who call attention to sexism often face recrimination from 
Black men who criticize them for not supporting the burdens of Black men 
and being uncommitted to the struggle against racism. These patterns of 
suppression by gender have major implications for Blacks as professionals 
and for the types of role models they provide youth. Youths need to see 
men and women affirming each other as equals and constructively 
addressing the barriers sexism and racism thrust between them. Without 
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positive adult role models young Black people remain vulnerable to 
destructive social pressures in their schools and neighborhoods. 
Perceptions of age and credibility can also interact in discussions 
about racism. Young professionals need to feel that their older, more 
experienced colleagues listen to the their perspectives. Having more 
authority the more seasoned Black adults need to resist the complications 
ageism can create among colleagues. For Black people, talking about 
racism in schools requires courage and assuming greater responsibility for 
individual and collective actions. 
Greater cooperation among Black people is vital as the stakes are 
higher for young people’s physical safety. Violent behaviors and attitudes 
are part of life for school children across this country. More than ever 
before young people are under great pressure to make moral and ethical 
choices that involve life threatening consequences. Being victimized by 
violence or drug abuse is often an everyday reality for Black children who 
live in a city. Black educators must look at what they communicate to 
others to support the revolution necessary to assure that Black youth will 
have a chance to thrive in their life pursuits. 
This country’s intransigence to deal with racism allows hypocrisy 
that taints the publicly expressed aspirations and purposes of its social 
institutions. Far too often schools exemplify this hypocrisy. The stakes 
are high because young people are at risk in their schools, neighborhoods, 
and even in their homes. Schools as social institutions provide a forum 
where educators and parents can come together to serve children’s 
interests. Teachers, parents and children’s sense of efficacy to dismantle 
racism is an essential component of the discourse about schools. 
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Statement Of The Problem 
Teachers are brokers between educational bureaucracies and 
children and their families. They can help to facilitate dialogue about race 
and racism. However, in looking at who constitutes the teaching 
population and how their life experiences prepare them for these 
discussions, certain patterns emerge. Current projections indicate that 
there are few teachers of color. African Americans will constitute less 
than 5% of American teachers in 2000 while in 1970 they made up 12% of 
the national teaching force (King, 1993). Today’s typical teacher is a 
White middle class woman in her 40’s (King 1993). The vast majority 
were bom in suburban or rural working class families, and were first 
generation college graduates. Many obtained masters degrees, yet their 
educational accomplishments have not significantly expanded their limited 
experience in interracial settings or in meaningful and sustained cross- 
cultural communication (Darling-Hammond, Pittman & Ottinger, 1987) 
Recent data indicates that a significant percentage of White public 
school teachers send their children to private schools (Layne, 1995). This 
trend, coupled with the extent of homogeneous housing patterns, suggests 
that White teachers will continue to have limited experiences in racially 
diverse settings. Unless White teachers have colleagues of color, 
opportunities for participation in discussions about racial inequality in 
schools will continue to be limited. The attitudes White teachers bring to 
discussions about race will influence their interpersonal interactions and 
can have a significant effect on colleagues and students of color. 
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In contrast to the teaching force, students of color are more visible 
within urban, rural and suburban public school systems. Twenty-five 
percent of this country’s largest school systems have a majority of 
students of color (Ladson-Billings, 1994). By 2000, students of color will 
make up 33% of the total school-age population and will be the vast 
majority in most urban schools and much more present in suburban and 
rural settings (Fuller, 1994). 
These dramatic racial and cultural differences between teachers and 
students influence interpersonal relationships and may relate to factors that 
affect academic achievement. High school completion rates for Black and 
Latino low income youths are disproportionately low. Course-taking 
patterns among Black and White students are another indication of 
disparities by race. Black and Latino students are more likely to be in 
special education classes and less likely to be in gifted and talented 
programs (King, 1993). Schools disproportionately track them into 
general education and vocational programs (Goodlad, 1984; Oakes, 1985). 
In 1994 Blacks and Latinos constituted 70% of the senior class in Boston’s 
district high schools, yet fewer than 50 seniors, of whom three were Black 
and three were Latino, took calculus. School personnel enroll a third of 
Boston’s high school students in remedial math classes because pre¬ 
algebra or basic algebra were not required in most middle schools. 
Policy decisions such as those noted above have the effect of 
limiting students’ access to higher level math classes (Hart, 1994) which in 
turn, limits employment opportunities. These statistics elevate concerns 
about policy decisions and the negative effect race and economic status 
have in school districts heavily populated by Blacks and Latinos. 
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In predominantly White schools, Black students’ achievement 
records show them to be behind their White counterparts. The initiative to 
create the professional development course examined in this study was 
motivated by school administrators’ awareness that Black students’ 
achievement levels lagged behind that of White students. Similar 
achievement patterns in another Boston suburb prompted the development 
of special motivational, science and math programs targeted to Black 
students (Hart, 1995). Recognition of differential achievement patterns 
between Black and White students and the persistence of racism in 
independent schools was a rationale for developing the National 
Association of Independent Schools’ Multicultural Assessment Plan 
(NAIS, 1989). This assessment process recognized the influence of a 
school’s structure, culture and climate on students, teachers and parents, 
and it identified the negative effects of these conditions on students of 
color. While the focus of each approach varies, either dealing directly 
with teachers, students, or the entire organization, each approach 
recognizes race as a variable influencing Black student achievement. 
These approaches acknowledge the vital role teachers play in 
attaining the desired outcomes of any school reform initiative. A question 
remains whether policy makers, school administrators and parents 
understand and appreciate the significance of teachers’ perceptions in the 
effort to improve student performance. It is crucial not to underestimate 
the influence of teacher attitudes and participation in efforts to address 
educational inequalities based on race, gender, and socio-economic status. 
Multicultural educators who advocate comprehensive school reform 
strategies recognize the variables of race and cultural background as 
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significant dynamics in the teaching and learning process (Banks, 1988; 
Cummins, 1986; Nieto, 1992; Sleeter & Grant, 1988). These scholars 
encourage programmatic changes in all aspects of school structure and 
culture. The absence of this perspective in designing strategies for school 
change has implications for teachers as essential participants in the 
process. There can be unanticipated complications when teachers’ lives 
and training experiences have not prepared them to address the issues 
placed before them. 
McIntosh (1990) explored factors that impede White people from 
recognizing racism as a factor in their lives. She examined the concept of 
White privilege in daily interactions. The advantages of White privilege are 
not dependent on personal character, merit or effort. Whites are typically 
unaware of how these privileges provide greater access to power, 
resources, information and elevate individual and group social status. 
Therefore, to challenge racism one has to acknowledge and give up beliefs 
about White superiority. 
Sleeter (1992) commented on the resistance among Whites to 
accept responsibility for White racism as she examined teacher responses 
to a two year in-service course on multicultural education. Her later 
research shows the difficulty and resistance among Whites to 
acknowledge racism as a social and systemic force that influences 
individual attitudes and behaviors. She argued that, “... it is important to 
educate White people as well as people of color about racism, but not with 
the assumption that White people on their own will then reconstruct racist 
institutions. As a White educator, I do not believe most of us will do that.” 
(Sleeter, 1993, p. 158) Her summation is relevant to teacher trainers, 
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administrators and parents who want to discard the blinders of naivete and 
focus more strategically on diminishing the presence of racist attitudes, 
practices and policies in schools. Sleeter concludes with strong 
recommendations to “reverse policies that propel mainly white people in 
the profession. ... Educators of color are much more likely to bring life 
experiences and viewpoints that critique white supremacy than white 
teachers and in activities that challenge various forms of racism.” (Sleeter, 
1993 p.169). 
Teacher trainers need to accept information on the nature, 
pervasiveness and persistence of racism as a legitimate topic of study. 
Their discussions have to focus on addressing race and racism with both 
new and experienced educators. There are varying opinions about how to 
make the necessary changes to promote anti-racist education. 
Professional development models often focus on trying to change 
individual attitudes with the assumption that giving teachers the 
opportunity to consider new classroom management skills, instructional 
strategies and curricular information will lead to improved student 
achievement. That posture makes some debatable assumptions about 
individuals’ awareness of socio-cultural factors influencing personal 
attitudes. Using a different approach, research from a number of 
psychologists suggests that personal knowledge of racial identity can 
facilitate individual recognition of oppressive structures. They can use this 
knowledge to accept responsibility to deconstruct those structures (Helms, 
1993; Tatum, 1992). 
Most teacher educators and staff development advocates have not 
given much attention to issues of racial identity. Most teachers do not 
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look at themselves in a social, cultural and political context. Grant (1994) 
noted that “Teachers need to examine their attitudes and behaviors related 
to teaching in urban schools and teaching students of color.” (p. 13). 
There is now more encouragement toward greater reflection among school 
practitioners. Yet teacher training does not link the purpose of that 
reflective process to social justice goals and the objectives of schools in a 
democratic society (Zeichner, 1993). Teachers need to know of the 
obstacles, both institutional and individual, that stop schools from 
supporting social justice and effective instructional practices. This 
awareness will help teachers envision and sustain humane learning 
environments that work for students of the dominant culture and those 
who differ from the mainstream White, middle class culture. 
Few people have examined what such a criticism of teacher training 
implies for people of color who now work in K-12, predominantly White, 
school communities. What is it like for African American educators in 
schools staffed primarily by White people who have taken the opportunity 
to examine race and racism as a critical variable in student achievement? 
There is no indication that staff development planners have systematically 
considered empirical documentation of Black teachers’ attitudes and 
perspectives about educational philosophy and pedagogy. Black educators 
have had much direct experience as targets of racism in education and yet 
their voices have been largely unexamined in mainstream educational 
research (Foster, 1990). This study will focus on the professional 
development experiences of one group of experienced African American 
educators. 
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Statement Of Purpose 
This study explores Black educators’ experiences as participants in 
an extended professional development course designed to promote anti¬ 
racist classroom practices. Specifically, this study examined how Black 
educators in predominantly White school settings, perceive their 
experiences in a course investigating racial identity and the influence of 
racism in classroom practices. This study explores experienced Black 
educators’ attitudes about what facilitates or obstructs schools’ abilities to 
provide anti-racist education. 
Staff developers have given limited attention to Black teachers’ in- 
service training experiences in school-based diversity initiatives. Better 
understanding of the beliefs and motivations of Black educators will inform 
the anti-racist strategies of this unique school reform effort and contribute 
to a small existing body of research. The primary research question of 
this study is: 
How do African American educators, working in predominantly 
White school settings, perceive their experiences in an extended 
professional development course with an anti-racist educational 
conceptual framework and objectives? 
The specific sub-questions include: 
• How does racial identity influence African American educators’ 
professional development decisions? 
• What do African Americans educators want from professional 
development experiences that address racism and racial diversity? 
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• What curricular, pedagogical, and climate features influence the nature 
of a professional development experience for African American 
educators? 
• What do African American educators get out of such a course in terms 
of strategies to promote anti-racist education in predominantly White 
school communities? 
This study reveals some of the nuances of Black teachers’ 
experiences and the ways in which discussing racism can be meaningful 
or counterproductive. The inclusion of racial identity development theory 
in the course curriculum provided the opportunity to examine the 
implications of racial identity development in an inter-racial training 
context. This analysis complements research concerning racial identity 
awareness among Black and White college students studying the 
psychology of racism (Tatum, 1992). Tatum developed the anti-racist 
curricular framework used for this training course. Helm’s work on racial 
identity influenced Tatum’s research on racial identity development theory. 
Other researchers have also encouraged the use of racial identity 
development as a theoretical framework in adult instructional settings 
(Carter & Goodwin, 1994). 
Colleagues frequently expect Black educators working in 
predominantly White schools to be advocates for better education for 
Black students. An individual’s sense of racial identity may have a bearing 
on their comfort and effectiveness in assuming these roles. This study 
builds on existing research and promotes an examination about racial 
identity and the perspectives of Black educators concerned about racism in 
schools. 
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I interviewed eight of the 11 Blacks in the course. The remaining 
three were not available due to changes in employment. A total of 37 
people participated in the course. My data also included a review of their 
assignments and journal entrees. I have transcripts of my observations of 
the 14 classes in addition to video and audio tapes. I also completed pre 
and post interviews with four participants and the course instructors. A 
conceptual framework for anti-racist education was developed from the 
literature review and was applied to the ethnographic data, interviews and 
course documents. This analysis provides a interpretive context from 
which to view the Black participants’ commentary of their experience. 
Definitions 
A number of terms are essential for understanding this study. The 
term “race” is assumed to have varied meanings to divergent groups. Omi 
and Winant (1986) state: 
The meaning of race is defined and contested throughout 
society, in both collective action and personal practice. In the 
process, racial categories themselves are formed, transformed, 
destroyed, and re-formed. We use the term racial formation to 
refer to the process by which social, economic, and political 
forces determine the content and importance of racial 
categories, and by which they are in turn shaped by racial 
meaning. 
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For the purposes of this study these ideas about race have more 
relevance to designing and interpreting this study than the biological and 
genetic interpretations some people continually assign to the term. Five 
other terms are defined below. These are Racial Identity, Racial 
Consciousness, Racial Identity Development Theory, Black Racial Identity 
and White Racial Identity. 
Racial Identity: Helms (1993) uses this term to refer to “a sense of 
group or collective identity based on one’s perception that he or she shares 
a common racial heritage with a particular group.” (p. 2) Racial identity is 
distinguished from racial categorization of physical characteristics and 
ethnicity, which Helms defines as a “group classification of individuals 
who share a unique social and cultural heritage (customs, language, 
religion, so on) passed on from generation to generation.” (p. 4). Ethnicity 
is not synonymous with race. Also, racial group designation is not 
believed to define cultural characteristics because culture is not 
synonymous with race. 
Racial consciousness: Helms defines racial consciousness as 
referring to “the awareness that [socialization due to] racial group 
membership can influence one’s inter-psychic dynamics as well as 
interpersonal relationships.” (p. 7). 
Racial Identity Development Theory: Helms defines this idea as 
concerning “the psychological implications of racial group membership” 
and “belief systems that evolve in reaction to perceived racial group 
differences” (Helms, 1993, p 4). 
Black Racial Identity: Helms identifies this as a concept that 
“attempts to explain the various ways in which Blacks can identify (or not 
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identify) with other Blacks and adopt or abandon identities resulting from 
racial victimization.” (p. 5). 
White Racial Identity: Helms defines this as consisting of the 
abandonment of racism and the development of non-racist racial identity, 
(p. 49) During the professional development course Tatum modified this 
notion of “non-racist racial identity” by choosing instead to use anti-racist 
racial identity. A choice to be promote active anti-racism is more explicit 
than attempting to maintain a sense of non-racist characteristics. Being 
anti-racist suggests a state of being non-racist and not being passive about 
the continued existence of racism. 
Significance Of The Study 
This study relates to four challenges educators encounter in working 
to sustain a diverse work force and provide an anti-racist. Previously 
noted factors, such as the increasing racial diversity among students, the 
decreasing numbers of African American educators, and the minimal 
presence of other people of color in the teaching force, are undeniable. 
There is a greater urgency to find ways to address the challenges of: 
• Understanding and responding to recruitment and retention issues of 
African American educators in predominantly White schools 
• Increasing professional development initiatives responsive to 
recruitment and retention issues of African Americans 
• Understanding the significance of racial identity in planning, 
implementing and evaluating professional development initiatives 
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• Promoting more effective dialogue about racism within and across 
racial groups 
Among Black educators already working in predominantly White 
schools, no research has been carried out concerning the bearing of their 
life circumstances on their professional beliefs. Their neighborhoods and 
family, their experiences as students, and what circumstances led them to 
the schools where they now work are all factors that may influence their 
professional experiences. While on the job, little is known about what 
African Americans draw upon from their life experiences that provides 
daily sustenance. Little is also known about how they experience racism 
in their work life or how they perceive their roles as teachers, student 
support personnel, or administrators. Knowing more about African 
American educators’ experiences in schools with few Black people may 
inform recruitment and retention strategies for a more diverse work force. 
This study will provide a broader context from which to understand 
Black educators' concerns and attitudes about the experiences of Black 
students. This research will examine what issues surface for Black 
educators as participants in training sessions designed to increase Black 
students’ educational achievement. Knowing how Black educators 
experience these institutions will allow White colleagues to understand how 
African Americans interpret what is seen and heard from Black students 
and their parents. 
This research may also support Whites who wish to be more 
effective with Black students, and will provide them with ways of thinking 
about becoming allies in addressing racism. This information can also help 
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White colleagues understand discrete incidents within a larger context. 
They may also be less inclined to perceive Black colleagues as being too 
sensitive to individual incidents. This research will support educators’ 
efforts to create anti-racist environments that understand and respectfully 
use the resources and experiences of African American educators. 
Many schools are considering training options that purport to help 
teachers support and affirm racially diverse students. This study will 
examine the varied roles of African Americans in such courses and solicit 
their perspectives about strategies with that overall goal. The data can 
inform pre-service and in-service teacher training by revealing what they 
believe to be counterproductive and most meaningful about such 
experiences. This will also create a body of information about what does 
and does not work in anti-racism training for people who have first hand 
experience as targets of racism. This research, while set in predominantly 
White school communities, can also relate to private schools and schools 
in urban settings with a more racially diverse staff composition. 
This study assumes that knowledge about identity development 
assists the ability to confront racist behaviors. There has been no focused 
analysis on the bearing racial identity has in adult instructional interactions 
or in educators’ teaching and learning practices. Helms(1993) suggests 
different approaches may be more effective for White and Black people 
learning about racial identity development. This research will examine the 
effects of instruction about racial identity development on Black people. 
Research shows that teachers’ expectations of their students 
significantly influences the instructional climate and that Black and White 
educators have different expectations of Black students (Irvine, 1991). 
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This study looks specifically at the expectations that the Black educators in 
this course, had for their instructors in teaching about racism and the 
impact when the instructors did not meet these expectations. An 
examination of Black educators’ expectations may highlight what they 
view as contributing or detracting from their training experiences. 
Findings may also identify significant cultural and interpersonal 
variables that influence individual training experiences and system-wide 
variables. This study’s findings may promote understanding of the 
challenges Black educators face in predominantly White schools. 
In general, evaluation of staff development activities has not been a 
priority. The absence of empirical assessment allows questions about the 
costs of such activities to go unanswered. In evaluating schools’ diversity 
initiatives, attention has not focused on discerning the effects of staff 
development for sub-dominant racial groups. Grant (1994) identified 24 
studies on multicultural education in-service and preservice training 
between 1973 and 1988. Of those 17 examined pre-service programs; 
another 27 studies were found after the initial analysis. This totaled 44 
studies primarily in preservice settings. In another study on training 
teachers to serve diverse populations, Zeichner & Hoeft (1994) noted: 
“Because of demographics, the focus of literature will be on preparation of 
White teachers to teach poor students of color.” (p.l). They caution 
people that the training needs of teachers of color should be considered. 
Even with this caution, based on current demographics and these patterns 
in the research it may be easy to lose track of the concerns of people of 
color. This study will help planners of anti-racist education training 
document the priorities and concerns about racism for Black participants. 
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African Americans want more dialogue about racism to be directed 
toward improving the quality of educational life for Black students (Foster, 
1990). Data drawn from Black educators may suggest more effective 
strategies for cross-racial dialogue. This study documents the ways in 
which they think that dialogue can take place. It also provides an 
opportunity to learn if and how Black educators respond to gender issues, 
collegial relationships and dynamics from professional hierarchies that 
operate during training experiences. These findings also call attention to 
how racism intersects with other factors that perpetuate social hierarchies. 
In conclusion, this study will examine how Black educators consider race 
and other variables in interpreting educators’ relationships with students, 
families and colleagues. Hearing the voices of Black educators may raise 
recognition of stereotypes and misinformation and allow for more effective 
work within and across racial groups in service to all children. 
Delimitation of the Study 
This section defines the scope of the study for the purposes of 
research manageability, interpretation of findings, and support of validity. 
I am an African American, middle class woman and a third generation 
educator. I spent over three years observing, analyzing and interpreting 
the quality of life for people of color in predominantly White independent 
schools. From this life experience, I brought perspectives and insights 
that enhanced my sensitivity to the interviewees’ professional and personal 
lives. That same experience must also be recognized for its biases. To try 
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to limit the influence of bias, I solicited interpretive comments of the data 
from educators of color who are not Black and are familiar with the 
concerns of people of color in predominantly White schools. Information 
from other people of color on data collection and analysis is referenced 
with the work of a White colleague on the course research team and who 
is analyzing the experiences of the White participants. Because there has 
been no other multi-district, professional development in-service course 
that focused on racism and student achievement, this setting does not 
allow for comparative analysis. 
I did not conduct observations of the interviewees’ work for several 
reasons. First, this study focused on participants’ perceptions of their 
experience and the course. Second, the curriculum did not specifically 
address the work of administrators and student support staff. A majority 
of the Black participants, six of the eight interviewees, were not classroom 
teachers. Because their work was not classroom based, observations of 
how they integrated the course curriculum into their daily activity is not 
deemed necessary. The work assignments of six of the interviewees did 
have them observing classes and discussing classroom interventions. This 
study recorded interviewees’ perceptions of student and teacher 
interactions and descriptions of the ways in which they applied the course 
curriculum. In future studies, it may be advisable to design procedures 
that include post-course observations of participants in their distinctive 
educational roles as a way of obtaining more comprehensive baseline data. 
Finally, I assume that the meaning and significance of race and 
racism will continue to change in a “racial formative process” (Omi & 
Winant, 1993). In light of the rapidly growing significance of the globe’s 
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political influence on United States society and its schools, I see limitations 
of this Black/White framework applied generally to discussions of race 
within other visible racial/ethnic groups in this country. These limitations 
are particularly poignant in light of the growing presence of Latino and 
Asian students in schools. The research on racial identity development 
examined in this study was purposely located in the context of the United 
States historic justification, interpretation and on-going implications of 
slavery constitutionally imposed on people of African descent. While 
seeing the validity of the theories for Blacks and Whites, I do not see direct 
application of these theories on communities of color within the United 
States who do not share the same historical experience. My direct and 
indirect experience with Latinos and Asian Americans, many of whom 
share the same passion about addressing social and economic oppression, 
has provoked a strong recognition within me of the differing perspectives 
in the meaning and significance of race, culture, ethnicity and racism. So 
that we can work together more effectively as allies, I would strongly 
support continued research generated within those communities that would 
shed light on the meaning race and racism has for them. 
This chapter began with a description of what motivated me to 
conceive and design a study on Black educators in suburban schools. It 
also provided the rationale, purpose, focus, significance and limitations of 
a study. The remaining chapters address the literature review, 
methodology, findings, conclusions and implications. 
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CHAPTER II 
REVIEW OF THE LITERATURE 
Three areas of literature will provide the basis of theoretical support for 
this study. This chapter will consist of the following three sections: 
1. Multicultural education and professional development theory 
2. Racial identity development theory 
3. Experiences of African American educators 
Multicultural Education And Professional Development Theory 
The structure of the staff development course justifies attention to 
the theory and practices of multicultural education. The participants, goals 
and theoretical concepts of multicultural education can be used to interpret 
Black educators’ pedagogical attitudes and instructional experiences before 
and after the course. As for the instructors, these theories can also shed 
light on their philosophy, pedagogy and expectations of themselves and 
their students. Finally, the anti-racist goals, curricular focus on racial 
identity development theory and recognition of systemic social oppression 
in the course suggest that the liberatory dimensions of multicultural 
education should be the most compelling focus of this literature review. 
While the term multicultural education has been a part of educational 
parlance for over 25 years, a reminder of the origins of this movement is 
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useful to guide a review of its current practices. As a summation of 
multicultural education’s founding impulse, Sleeter (1992) wrote: “In its 
inception, multicultural education was clearly connected with a broad 
social and political radical struggle that was rooted in a radical structuralist 
understanding of oppression. Multicultural education addressed school 
practices, with an understanding that school reform was linked with other 
movements outside education” (p. 16). Sleeter’s statement provides an 
important context from which to consider a discussion of multicultural 
education and sets a stage for response to professional development 
planning protocols, goals, pedagogy and curricular content. 
It is important to establish an operational understanding of 
multicultural education based on its history, theoretical constructs, 
practices and prevailing critiques. From three political postures 
(conservative, liberal and radical structuralism), Sleeter (1992) analyzed 
five approaches to multicultural education which she and Grant 
summarized from the prevailing literature (first articulated in 1987). 
Sleeter and Grant’s five approaches were: 
• teaching the exceptional and culturally different 
• the human relations approach 
• single group studies 
• multicultural education 
• education that is multicultural and social reconstructionist 
Each of the five approaches they describe have distinctive characteristics 
which evolve into more advanced, multifaceted instructional systems. 
Each approach requires educators to recognize schools’ role as the 
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primary acculturation mechanism in society. This review will draw more 
from the last two approaches: 
• Multicultural education is defined as having recognized the “strength 
and value of cultural diversity, human rights and respect for cultural 
diversity, alternative life choices for people, social justice and equal 
opportunity for all people, and equity distribution of power among 
members of all ethnic groups.” (Sleeter & Grant, 1989, p. 429) 
• Education that is multicultural and social reconstructionist is described 
as aiming “to confront all forms of oppression in the wider society by 
preparing future citizens to examine and change political and economic 
structures. It draws on sociological theories of oppression and 
culture.” (Sleeter, 1992, p. 18). 
Sleeter and Grant expect educators to be purposeful, creative and 
flexible in making pedagogical decisions. They encourage education that is 
multicultural and social reconstructionist without devaluing the 
constructive application of the other approaches. Their social 
reconstructionist priority envisions a society more fully realized in its 
practice of democratic principles of equality and social justice. Their work 
asserts an obvious charge that administrators and teacher trainers 
conceptualize a professional development model that places schools as part 
of a larger social context. 
Banks (1994) proposes five dimensions to think more explicitly of 
multicultural education as curriculum, pedagogy, a process, and a 
construct for school reform. These dimensions complement Sleeter and 
Grant’s approaches. His dimensions are: 
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• Content Integration 
• Knowledge Construction 
• Prejudice Reduction 
• Equitable Pedagogy, and 
• Empowering school culture and social structure. 
Banks’ five dimensions direct attention to all aspects of educational 
policy and practice. Educators taking Banks’ perspective apply the 
principles of social justice to all students, not just for particular, often 
marginalized racial groups. These five dimensions direct educators to 
revisit their assumptions about the social construction of knowledge, their 
instructional practices and selection of curricular resources, and their 
presentation of subject matter. Banks’ five dimensions acknowledge the 
influence of a school’s culture on what happens in the classroom. All of 
these dimensions have relevance for conceptualizing staff development 
strategies. 
To promote more effective coordination of educational resources, 
educators advocating equity and excellence are frequently challenged to 
provide a succinct definition of multicultural education. Some theorists 
prefer listing significant qualities and characteristics because this can 
encourage educators to work with a self-reflective process orientation to 
guide decisions about curricular content. To acknowledge the need for 
concrete direction about multicultural education, I draw from Nieto’s 
(1992) assertion of the two fundamental premises of any educational 
framework. They are, 1) to provide accessible and equitable education for 
all children and 2) to provide apprenticeship for participation in a 
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democratic society. I use the following of Nieto’s (1992) characteristics 
to describe the essential elements used to determine a multicultural 
classroom and school: 
• Anti-racist education 
• Basic education 
• Important for all students 
• Pervasive 
• Education for social justice 
• A process 
• Critical pedagogy 
I would add two more characteristics in this operational framework 
of multicultural education: critical self-reflection and collective action. 
Professional development strategies must raise these issues to help 
colleagues work together to anticipate criticism from many quarters. 
Nieto (1993) and Sleeter (1992) recognize that classroom content 
has gotten far more attention than the process of instruction and the goals 
of educational and social equity. Much of the content, developed at the 
“heroes and holidays” level, is tenuously linked to the curriculum and 
detached from primary instructional objectives. Nieto suggests the 
prominence of this basic level of curricular activity has made multicultural 
education more vulnerable to criticism. Conservative critics view it as an 
attack on Western culture, as offering trivial programming with a 
questionable impact on self esteem, or unnecessary “ethnic cheerleading” 
of underrepresented, marginalized groups (Nieto, 1993). Liberals and 
radicals see examples of this tourist approach (Derman-Sparks, 1988) as 
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at best unresponsive to, or worse, deflecting attention from the barriers 
that institutional racism places on many children. By acknowledging the 
prevalence and distinctions of educational inequities based on race, social 
class, gender, language and other factors, advocates of multicultural 
education can assert more realistic and viable strategies promoting 
educational excellence for all children. 
This review of salient characteristics and goals of education that is 
multicultural sets the stage for an examination of research on professional 
development practices and the attitudes among trainers and those being 
trained. A critical analysis of these practices, attitudes and beliefs furthers 
the purpose of the next subsection. That purpose is to construct a 
conceptual framework for training that provides more immediate and long 
term effectiveness in school-based practices to promote anti-racist 
education for all students. 
Implications for Professional Development 
In-service and pre-service training designed to address multicultural 
educational concerns has had inconsistent results. Critiques of several 
factors in current practices open important doors for improvement. One 
factor is the short term “Flash and Dash” or “Spray and Pray” training 
predominant in-service staff development vehicle (Sleeter, 1992). In a 
training experience described by Sleeter, teachers adapted more culturally 
responsive teaching strategies such as cooperative learning, and they were 
more conscious of assessment bias and diversified the curriculum content 
(Sleeter, 1994). 
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Sleeter’s work also suggests the residual effects of current 
practices. Her interviews showed the training that promoted a willingness 
to change instructional practices also served to reinforce pre-existing 
attitudes of the participants about the educational capacity of 
systematically disenfranchised students. Sleeter (1994) noted, “I did not 
see most white teachers construct a qualitatively new understanding of 
race. ... I saw them select information and teaching strategies to add to a 
framework for understanding race that they took for granted, which they 
had constructed over their lifetimes from their position as white people in a 
racist society” (p. 168). 
Current teacher education practices in higher education opens up 
another factor for analysis. Staff development planners need to look more 
broadly at what pre-service training has been available to the current 
teaching force. While changes in this field are evident, teacher training 
institutions continue to give limited attention to prepare their students to 
serve racially, linguistically and culturally diverse populations (Tabachnick 
& Zeichner, 1993). Researchers (Zeichner, 1994) note 1992 AACTE 
sources which indicated that of the initial 59 institutions seeking national 
accreditation under the new national standards, 13.6% were viewed as 
being in compliance with minimum expectations for multicultural education 
for teacher training (Tabachnick & Zeichner, 1993, p. 121). In a 1995 
conference presentation Zeichner expressed his dismay for teacher training 
programs that offer few course options that explicitly address multicultural 
education. The mission, structure and culture of teacher training 
institutions need to work to send complementary messages that these 
discussions are fundamental to quality education. Without this 
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comprehensive overview, current patterns of policy and practice implicitly 
locates discussions of multicultural, equity and social justice concerns on 
the periphery of educational discourse. 
The literature available to teacher educators addressing 
shortcomings in teacher training also needs scrutiny. The research to date 
is largely concerned with strategies and structures oriented to help White 
people develop multicultural competencies and culturally responsive 
pedagogy (Sleeter, 1993; Tabachinck & Zeichner, 1993, Zeichner, 1993). 
In light of the composition of the existing work force, this orientation is 
not surprising. Yet the implications of this disposition toward the needs of 
White educators need examination. Research, methods and strategies need 
to be oriented to White people also because all teachers need cross-cultural 
communications and instructional skills enhancement. This assumption is 
important because no one should be seen as naturally disposed to be 
inclusive by dint of their racial, or linguistic make-up. To assure 
inclusivity means that the perspectives and concerns of teachers from sub¬ 
dominant racial/ethnic groups are also taken into consideration. 
If planners do not critique the above assumptions about professional 
development they limit any impulse to clarify curricular content that can be 
helpful to teachers of color who frequently have a different set of 
experiences and insight on issues of educational and social equity. 
Research authored by people of color has focused on philosophical issues 
and culturally responsive pedagogy in serving Black students (Ladson- 
Billings, 1994) or Irvine’s (1991) implications in teacher education to 
incorporate culturally responsive pedagogy instruction for the dominant 
population. Nieto’s (1996) analysis of significant issues in bilingual 
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education references studies such as an ethnography of bilingual teachers 
(Montero-Sieburth & Perez, 1987) and a review of the political aspects of 
bilingual education (Arias & Casanova, 1992). Yet, no research focused 
on teacher training and staff development has been designed to explicitly 
address the issues African Americans and other educators of color have in 
supporting diversity and equity in schools. 
In some cases Black teachers, often vocal proponents of change, 
are skeptical about diversity initiatives deflecting attention from their 
historic concerns about racism. Foster (1993) documented Black 
teachers’ skepticism about school reform and their beliefs that structural 
racism will continue unabated. Delpit (1995) writes poignantly on the 
dilemmas Black and other educators of color face trying to integrate their 
cultural sensibilities into the dialogue on progressive instructional strategies 
typically dominated by Whites. To engender confidence among Blacks, 
staff developers need to reflect a consciousness of the history, currency 
and depth of their concerns. 
Sleeter (1992) addresses cases in which individuals may not be 
willing to express the reasons that sustain their skepticism about the 
process of making institutional change. She pays considerable attention to 
the resistance among Whites to support reform efforts that appear to be 
counter to their heretofore unexamined beliefs about sub-dominant 
populations. Without recognition and appraisal of the basis of such beliefs 
among Whites, resistance can persist below the surface of public 
discussion. Reform and educational equity advocates need to 
acknowledge the range and depth of beliefs and attitudes under girding 
resistance among school community members (Fullan, 1992). Teacher 
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trainers could benefit from more data on the dynamics of resistance 
commonly found among White individuals confronting the meaning racism 
has in the educational life of all students (Lawrence, Tatum & Elliott, in 
press). People of color, often motivated to teach because of concerns for 
underachieving students of color, often appreciate direct instructional 
initiatives to unearth the tenacious, unconscious character of racism. 
When racism is the topic, what is the impact on Black educators of their 
White colleagues’ responses when asked to examine racism in their own 
lives and practices as educators? For that matter, what happens to Latino, 
Asian American and Native American educators when racism is discussed 
in the typical Black/White frame of reference? When any and all these 
groups share the same training setting and work together in the same 
schools, teacher education research and practice needs to be informed by 
efforts to raise and address these questions. 
A review of the guidance available to staff developers will help 
researchers and practitioners interpret the inconsistent outcomes of anti¬ 
racist teacher training strategies. Sleeter’s (1992) review of professional 
development research surfaced some of these strategies located within the 
context of multicultural education. Her summary and conclusions provide 
additional direction for this study. She reviewed the work of Baker (1983), 
Grant & Melnick (1978) and Burstein & Cabello (1989) that examined 
stages of development in the “content, attitudes and skills” necessary to 
offer multicultural education. While specific terms used to describe this 
developmental process varied, concepts such as awareness, acceptance, 
involvement, affirmation and reflection delineated the developmental scope 
and nature of the experience. 
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Sleeter did not interpret the aforementioned authors as implying a 
linear sequence in this learning process. A circular process is suggested 
where each new awareness has its own discrete quality and embellishes 
other insights that then trigger more reflection, greater involvement and 
affirmation. This circular process suggests teacher trainers need to 
encourage humility and an understanding that the process of realizing anti¬ 
racist behaviors, attitudes and practices in schools will never end. 
Effective practices for staff development that were suggested by 
Sparks and Loucks-Horsley (1989) research were as follows: 
1. Programs in schools and linked to school-wide efforts. 
2. Teachers participated as helpers to each other and as planners, 
with administrators, of in-service activities. 
3. Emphasis was on self instruction, with differentiated training 
opportunities. 
4. Teachers were choosing roles and activities for themselves. 
5. Emphasis was on demonstration, supervised trails and 
feedback; training was concrete and ongoing over time. 
6. On-going assistance and support were available on request. 
Over time these researchers recognized that school improvement is a 
systematic process and they added these characteristics: 
7. Schools should support collegiality and experimentation. 
8. District and building administration should work with staff to 
clarify goals and expectations, and actively commit to support 
teacher’s efforts to change their practice. 
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9. Efforts should be strongly focused on changes in curricular, 
instructional and classroom management practices with 
improved student learning as the goal 
10. There should be follow-up that continues until new behaviors 
are incorporated into ongoing practice (Sleeter, 1992, p. 36-37). 
The staff development guidelines reviewed provide constructive 
guidance for staff development planning; yet do not give direct attention to 
participants’ existing attitudes about racial identity, racism, privilege and 
power. Generally, participants do not critique the construction of their 
knowledge about these issues. King’s (1991) research on pre-service 
teacher attitudes led her to critique multicultural educational resources for 
presuming a “value commitment and readiness for multicultural teaching 
and anti-racist education which many students lack initially.” (p.142). 
King is critical of resources that do not promote a critique of ideology and 
its social and economic conditions. In response to these presumptions 
King offers the following framework for a teachers’ education: 
The critique of ideology, identity and mis-education described 
herein represents a form of cultural politics in teacher education 
that is needed to address the specific cultural rationality of 
social inequity in modem American society. Such a liberatory 
pedagogical approach does not neglect the dimension of power 
and privilege in society, nor does it ignore the role of ideology 
in shaping the context within which people think about daily life 
and the possibilities of social transformation. (1991, p. 143) 
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Other researchers and teacher educators also have critiqued existing 
multicultural education training patterns. Some have challenged 
presumptions about Blacks having a monolithic racial identity and Whites 
presuming they do not have a racial identity (Carter & Goodwin, 1994). 
Others have critiqued pre-service training for the assumptions made about 
White participants’ attitudes about multicultural education and the nature of 
oppression (King, J.E., 1991; Ladson-Billings, 1991a; Goodwin, 1994). 
Zeichner (1993) critiques most efforts in the name of reflective teacher 
training as being disconnected with goals of social justice and cautions 
against promoting more individualistic non-democratic educational 
agendas. Sleeter (1992) publicly reflecting on her evolving awareness of 
her White racial identity, challenges teacher education strategies that do not 
examine racism because “the greatest difficulty in multicultural education 
teacher education is helping teachers to want to challenge structures and 
processes that benefit themselves” (p.40). She further questions the 
assumptions implied in professional development frameworks. Therefore, 
she encourages critical consideration of: 
• the purposes of staff development as strategies that focus on 
individual growth 
• models based on beliefs in individual self direction and self 
initiated learning 
• the ability of individuals to frame professional objectives outside 
of their dominant values that define their frames of reference 
• the need for strategies that promote collective and 
transformative action within each school’s structure and culture 
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In later work, Sleeter (1994) recommended specific actions to address the 
continuation of White racism, specifically: 
• Cross-racial dialogue with critical reflection, 
• Linking individual, systemic, and symbolic racism, and 
• Developing collective strategies to deconstruct White racism 
Teachers-in-training and teacher trainers constantly ask for specific 
and concise direction. Based on the above-stated criticism of staff 
development strategies to address anti-racist multicultural education, more 
precise direction and greater personal and public risk-taking is needed. In 
response to this need, the following critical questions for staff 
development pedagogy and content are presented. Addressing these issues 
will give needed focus and precision to guide staff developers and teacher 
educators. These questions are intended to explicitly acknowledge the 
training needs of all participants. 
• Do the pedagogy and content imply that participants’ life 
experiences have prepared them to question pre-existing 
perceptions about racial identity, racism, power, and privilege? 
• Do the pedagogy and content explicitly address individual and 
systemic resistance to anti-racist, multicultural education? 
• Do the pedagogy and content facilitate participants’ critique of 
knowledge and assumptions used to construct racial identity, 
racism, power and privilege? 
• Do the pedagogy and content affirm justice, equality, human 
rights and democracy? 
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These questions will be used to analyze the experiences of African 
American participants and the practices of the staff development course 
curriculum in which they were involved. 
Racial Identity Development Theory 
The course examined in this study integrated racial identity theory as 
a key component of its conceptual framework, objectives and curriculum. 
In an initial review of ERIC listings since 1982,1 used descriptors that 
included: professional development, teacher training, Black teachers, 
African American teachers, racism, racial identity, diversity and 
multicultural education. That search resulted in few explicit references to 
racial identity in regards to staff development about schools, teaching, and 
learning. That which is directed to adults in large part addresses 
counseling relationships (Cross, 1989; Helms, 1989, 1990; Parham, 1989; 
Carter & Helms, 1987; Parham & Helms, 1985). Hobson and Hobson 
(1990) provide guidance for Black parents. Some studies have addressed 
identity development among students in college settings (Tatum, 1992, 
Tab, & McEwen, 1992, Yanico 1991). The absence of research on the 
impact of racial identity in African American educators’ professional 
development provides the opportunity to draw relationships from multi¬ 
disciplinary sources of analysis. 
It is helpful to acknowledge the origins of this theoretical construct 
and then review its current applications. Originally, psychological 
proponents of racial identity development theory recommend its application 
for interpreting Black and White inter-personal and intra-personal attitudes 
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and behaviors that are a consequence of historic and contemporary 
manifestations of racism in the U.S. The research about racial identity 
was nurtured in the 1960’s efforts to interpret anger and related 
psychological responses Blacks expressed in personal and collective civil 
disobedience during the civil rights struggles. The theory evolved over 
time to interpret what facilitated or impeded psychological efforts among 
Blacks to be fully human in a racist society. Related theories about White 
racial identity development emerged in the 1970’s as people recognized 
White racial identity was also influenced by racism in society. 
Racial identity theory (RIT) is now being applied as a frame for 
interpreting instructional relationships among and between teachers and 
students (Tatum, 1992, Carter & Goodwin, 1994). Race has been 
demonstrated as a factor associated with students’ educational 
achievement (Gay, 1993; Irvine, 1990). Carter and Goodwin (1994) 
reviewed historic and contemporary race-based theories imbedded in 
concepts of intelligence, school segregation policies and instructional 
practices ascribed to racial/cultural differences among students. Their 
research provides an analysis of race as a factor in rationalizations of 
educational methods and in theories of inferiority, cultural deficit or 
cultural differences among students. These researchers make a case for 
the application of racial identity development theory in teacher training, 
student assessment methods, analysis of school structures, curriculum and 
a critique of literature on cultural learning styles. 
Banks (1981) and Gay (1984) researched student ethnic awareness 
development in the classroom. They viewed ethnic identity as a 
development process among Black students and as a variable to consider in 
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designing curriculum and instructional activity. Each approach 
emphasized the importance of students finding reflections of their 
racial/ethnic group in the curriculum. Irvine's (1990) and Ladson-Billing’s 
(1994) work on culturally relevant pedagogy for African American 
students prioritized affirming and using the students’ home culture. Their 
research suggests the need for a cultural and political consciousness on the 
part of the teacher regardless of their racial/cultural group. The work of 
these researchers sheds light on the value and application for teachers to 
be conscious of examining their own racial identity. 
Dilworth (1990) critiques the tendency to generalize the conclusions 
of research that largely documents the experiences of White middle-class 
women and instead supports analysis of racial, ethnic and cultural patterns. 
Her research supports the use of racial identity theory in distinguishing and 
interpreting Black and White collegial interactions. Distinctions among 
White and Black educators could be made concerning anti-racist education 
initiatives, issues of educational philosophy and pedagogy, and factors 
affecting Black student achievement. Similar distinctions could apply to 
educators of color from other racial groups. Teachers’ race has been 
found to be a variable in how they view students of different races 
(Dilworth, 1992; Gay, 1993; and Irvine, 1990). In addition, Black 
educators can have strong reactions to the ways in which their White 
colleagues engage or do not engage Black students. Their responses may 
be based on their own experiences as students along with what they 
observe in their current setting. This notion is pertinent when research 
focuses on African American educators’ beliefs about the experiences of 
Black students in predominantly White settings. 
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An individual’s conscious and unconscious awareness of race and 
racial identity has been shown to be a significant variable in cross-cultural 
communication (Helms, 1993, Tatum, 1992). Self awareness of the 
challenges and opportunities of communication across racial lines is a 
significant, often emotionally charged variable, among adults and students. 
In daily interactions the language, terminology, and references used along 
with other non-verbal communication, take on major significance in cross- 
cultural encounters. For many Black educators a communication factor 
may be the degree to which White colleagues show a willingness to 
consider racism as a variable in the lives of Black students (King, 1991). 
Furthermore, there is much confusion among educators and the general 
public about language, terminology, definitions and assumptions related to 
diversity (Elliott, 1993). The degree to which the appropriate inclusion of 
concepts of racism are integrated into one’s interpretation of diversity and 
multicultural issues can also be a significant variable in the dialogue. 
Educators can enjoy increased confidence and take greater responsibility 
for communication among and between racial lines in understanding 
concepts of White privilege, power, individual, cultural and institutional 
racism, associated with an examination of racial identity development. 
Another important variable in the literature is found in the 
inconsistent or unacknowledged distinctions among references to race, 
ethnicity and culture. Data from a multi-racial sample of teachers was 
“analyzed on generic White Anglo-Saxon Protestant principles and 
understandings” (Dilworth, 1990, p. 9). Based on this pattern, Dllworth 
urged closer attention in distinguishing responses among racial/ethnic 
groups. People of African descent were rarely represented for their ethnic 
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pluralism, i.e., distinctions among people from the Caribbean, Cape Verde, 
and African Americans. By not recognizing the influence of ethnicity and 
culture as a variable within people of African descent, researchers limit 
understanding of how variables of race, ethnicity and culture interact to 
influence an individual’s cross-cultural communication attitudes and 
behaviors. Making these distinctions based on ethnicity may provide new 
insights into racial identity theories that evolved within the context of 
African American experiences in the United States. Identifying patterns of 
ethnicity among educators of African descent may also refine findings in 
research on pedagogical and philosophical considerations. Ethnic 
distinctions within racial/cultural groups are encouraged in future research. 
At the same time, Whites are rarely encouraged to consider the 
significance of their race (Sleeter, 1993). The history of acculturation 
patterns allows Whiteness to be viewed as the norm and often casts any 
individual raising the question as threatening. The result is White people 
are allowed to ignore the implications of their own racial identity. As 
Whites remain the dominant presence in schools, professional development 
trainers will be challenged to address the needs and racial identity issues of 
Blacks and Whites. Helms (1993) wrote: “The racial identity theories 
offer one means of comprehending the underlying racial attitudinal 
structure and discovering when and why certain interventions work for 
some groups but not others. Whether or not they are the best alternative 
remains to be determined” (p. 218). This theoretical premise should be 
tested for its relevance to educators wishing to promote more effective 
cross-cultural dialogue about the quality of life for young people. 
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Racial Identity Development and Racism 
Racial identity is a psychological process composed of an 
individual’s “personal identity,” “reference group orientation” and 
“ascribed identity” (Helms, 1993). Each component has discrete 
characteristics, is independent and assumed to interact with other 
components. Personal identity concerns feelings and attitudes about 
oneself and is expressed through personality traits such as self esteem, 
anxiety, and confidence. Reference group orientation is the extent to 
which one refers to a particular racial group to gauge thoughts, behaviors 
and feelings and is linked to value systems. Ideological beliefs and 
organizational affiliations, particular religions may be a manifestation of a 
person’s reference group orientation. Ascribed identity is a deliberate 
commitment to a racial group. Race is viewed as important, and people 
see themselves as mono-racial or bi-racial, i.e., feeling connected to two 
racial groups. Individuals can choose not to commit to a racial group and 
is referred to having a marginal ascribed identity. Racial identity theory 
recognizes different weightings a person can give each component and 
attempts to predict the feelings, thoughts and/or behaviors that correspond 
to the different components. Helms (1993) describes the result of those 
weightings as “racial identity resolutions” (p. 5). 
Racism defines the major sociopolitical backdrop from which to 
examine theories of racial identity development. Discussing racism in this 
study comes from long-standing patterns of Black/White socio-economic 
relations in the United States. Understanding racism creates a context for 
interpreting the perspectives and objectives of the instructors and 
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participants of the course in which this study is set. Helms, (1993, p.49) 
draws upon Jones’ 1972, 1981 work and classify three kinds of racism, 
individual, institutional and cultural: 
• “individual, that is, personal attitudes, beliefs and behaviors 
designed to convince oneself of the superiority of Whites and 
the inferiority of non-White racial groups”; 
• “institutional, meaning social policies, laws, and regulations 
whose purpose is to maintain the economic and social 
advantages of Whites over non-Whites;” and 
• “cultural, that is, social beliefs and customs that promote the 
assumption that the products of White culture (e.g. language, 
traditions, appearance) are superior to those of non-Whites.” 
By understanding racism one can begin to examine the meaning of racial 
identity development for African Americans in the United States. 
Black Racial Identity 
Black racial identity development evolved from the 1960’s 
perspective of viewing a Black Client/person As a Problem (CAP) to 
Nigresecence or Black Racial Identity Development Models (NRID). The 
major distinction between these perspectives was that the former located 
the problem in the person’s conflicting values about assimilation. Attitudes 
and values consistent with cultural assimilation was seen as a function of 
positive psychological growth. The NRID models developed by Cross 
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(1971) and Thomas (1971) tried to distinguish aspects of identity (ascribed 
and reference group orientation) influenced by social oppression and 
personal growth as a function of self-actualization, e.g. personal identity. 
In these models, assimilation of White normative culture was not seen as 
the locus of healthy personal growth. Several models that evolved in the 
1980s (Parham & Helms, 1981; Banks, 1981; Gay, 1984) all shared 
elements of the earlier models. Gay (1984) noted commonalties among the 
different theories and observed the need for a liberatory process in terms 
of ideology that facilitated developmental growth from a negative to 
positive, psychologically healthier sense of self. 
When applied judiciously, racial identity development theory can 
increase the variables used to interpret human behavior. There was a 
tendency observed among people in the course to use their new knowledge 
about racial identity development to say “What stage must that person be 
in?” But behaviors and attitudes are not static and must be seen in 
dynamic, evolving and interactive relationship to their surroundings. This 
theory provides a way to recognize this fluidity when used as an analytic 
screen. This type of inquiry should also provoke reflection on the 
assumptions made about other peoples of color, particularly Latinos and 
Asians and how they interpret race, ethnicity and culture. Dialogue about 
the attitudes of individuals from any racial group should avoid impulsive 
tendencies to impose static new labels. People making untimely judgments 
can deflect and reduce opportunities for critical discussions across racial 
lines and within each racial group. Further research is needed to detect the 
motivations and purposes for making premature or stagnant new labels 
that obstruct useful dialogue in teacher training. 
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The following outline of Helms' (1993) description of Black racial 
identity includes her commentary on other research. The description of 
racial identity is organized by qualities associated with personal identity, 
reference group orientation and ascribed identity. These descriptions will 
illustrate the arenas in which the weight of significance for the individual 
can influence behaviors and attitudes. Movement from each stage is 
provoked or inhibited based on personal interactions that either make it 
impossible to deny new realizations or sustain perceptions of an existing 
reality. Parham (1989) suggests people may not enter the cycle at the 
same place and may also recycle throughout their lives. 
Pre-encounter 
A person’s in this stage idealizes the dominant White world view 
and, as a consequence, denigrates a Black world view. Negative 
attributions are associated with Blackness and positive qualities are linked 
to Whiteness. This person sees oneself in control of her/his own destiny, 
and rewards and punishments are seen as a product of luck or destiny, or 
internally as a product of their own effort. Personal identity dominates, 
the reference group is abandoned and there is denial of the ascribed 
identity. They can experience emotional discomfort when social situations 
call attention to relevance of group identity. Cross’s research (1978) 
suggest there are active and passive modes within this stage that support a 
healthier status for one’s personal identity. Movement to the next stage is 
sometimes provoked with recognition of personal alienation because their 
current racial identity resolution does not allow them to fit in either world. 
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Encounter 
Once awareness of differentiation in status based on race is 
provoked, movement between pre-encounter and encounter consciousness 
appears based on the ability to rationalize away situations that provoke new 
awareness. Black racial identity has not taken shape so the person’s 
struggle is to realize something that lies beyond their consciousness. The 
instability of this stage is a function of not having a view of what is next. 
Research (Helms, 1993) has shown the wide cognitive variations in this 
stage as provoking both high anxiety in one’s personal identity or in other 
cases, high self esteem. Studies (Denton, 1986, Parham & Helms, 1981, 
Pomales, Claibom & Fromboise, 1986) show more affiliation with other 
Blacks and Whites who are seen as sensitive to Blacks. This stage has 
more significance for personal identity and reference group orientation 
because a new ascribed identity is being consciously considered for the 
first time. There is much debate about this initial stage of racial 
consciousness in terms of its nature and duration. 
Immersion/Emersion 
This stage, originally viewed by Cross (1971, 1978) as two discrete 
stages, allows one to psychologically withdraw into Blackness. During 
immersion there is aggressive seeking of Black experiences; therefore the 
Black reference group and ascribed identity dominates the personal 
identity. Initially the person’s definition of a Black reference group can be 
strongly influenced by White stereotypes, i.e. externally defined. Anger is 
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associated with their personal identity and Whites are acknowledged for 
their role in racial oppression. Anger can also be directed at oneself and at 
other Blacks for collusion with racial oppression. Cross (1978) described 
dichotomous either/or thinking as part of the cognitive development of 
people in the immersion stage. Blackness is seen as the ideal and 
Whiteness viewed as something to denigrated. This is a stage associated 
with early adolescence whereby young people stay away from activities 
associated with Whites and are drawn only to Black affiliations. 
Emersion is provoked by withdrawal into Black affiliations that allow 
for catharsis, validation and support. This withdrawal can allow the 
exploration of non-stereotypic Black experiences and anger is reduced 
through positive non-stereotypical contacts. Personal identity can now 
exhibit greater flexibility; acceptance of one’s Blackness by others is not as 
necessary and greater discernment of the strengths and limitations of 
Blackness can be expressed. 
Intemalization/Commitment 
This stage allows for the internalization of a Black identity that is 
positive and relevant to one’s personal well being. A melding of personal 
identity, reference group orientation and ascribed identity occurs. The 
reference group is no longer externally defined. This stage can allow one 
to reject all forms of racism and pave the way to re-negotiate or re¬ 
establish positive relationships with Whites. Whiteness can be viewed for 
its strengths and weaknesses. Commitment is characterized by behaviors 
and values associated with social action to eliminate racism. Two people 
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at the same stage can have very different views of the world; emphasis is 
placed on how one has come to believe or feel something rather than what 
they feel. Helms (1993) believes “Internalization frees the person to be.” 
(p. 31). Helms also believes internalization also allows one to see 
commonalties and accept the personhood of others as long as it does not 
contribute to continuation of oppression. 
Racial identity theory has yet to be examined in the context of a 
professional development setting, and has the promise of revealing new 
insights into the experiences of Black educators. The application of racial 
identity theory in this study is intended to help discern and clarify the life 
factors that promote or impede racial identity development and contribute 
to the beliefs, attitudes and aspirations of Black educators. Because this 
study is set in predominantly White school communities, the following 
section on White racial identity development helps to illuminate 
interpersonal factors Black people confront daily in their work settings. 
White Racial Identity 
White racial identity evolved through the 1970’s as researchers 
(Hardiman, 1979, Terry, 1977) sought to describe a typology of racism. 
The early typologies focused on the effects of the victims of racism and 
not the impact of racism on its perpetrators. Helms notes that later 
research assumed Whites were also influenced by racism (individual, 
cultural and institutional), but racism was serving different purposes for 
Whites than for Blacks. Racism was viewed as being developed in the 
U.S. to justify the enslavement of Black people, so Whites have grown to 
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see Blacks as the main “out group” . White racial identity development is 
influenced and sustained by historic and contemporary relationship 
between Blacks and Whites. 
Findings of early research on White racial identity was that Whites 
do not recognize themselves as White (Terry, 1981; Katz & Ivey, 1977). 
Because Whites were not seen to have a consistent, positive conceptual 
understanding of their identity there was speculation on the unhealthy, 
adverse effects of racism on Whites (Pettigrew, 1981; Terry, 1977). The 
result of the absence of understanding allows room to feel threatened 
when made aware of the racial consciousness of persons who are not 
White. A number of theorists (Hardiman, 1979; Helms, 1984; Karp, 1981) 
came to acknowledge that Whites can evolve a consciousness that is not 
dominated by racial distortions. Helms indicates Whites should come to 
define a view of themselves “... as a racial being that does not depend on 
the perceived superiority of one racial group over another. ... Thus, the 
evolution of a positive racial identity for Whites consists of two processes, 
the abandonment of racism and the development of a non-racist 
identity”(1993, p. 49). Helms observe that they need to learn to accept 
their own Whiteness, and the implications of being White as the racial 
group that dominates U.S. cultural norms and standards. 
Helms (1984) and Hardiman (1979), living in different regions of the 
country, developed their respective models for Whites to evolve a racial 
identity that is not based on White superiority. They both saw Whites 
having an evolving racial identity awareness on a path that was distinctive 
from Blacks. This path has distinct challenges and goals for them to 
develop a healthy racial identity. Helms’ model was empirically tested and 
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is published while Hardiman’s (1994) model, while published is not known 
to have been tested. Hardiman’s four stage process, (acceptance, 
resistance, redefinition, and internalization) is found summarized in Helm’s 
chapter on White racial identity models and referenced in Cross’ research 
(1991). The two models are distinguished in the articulation of their 
respective stages. Where the theorists do not agree is the nature of that 
which is included in Whites' developmental process. The nature of the 
disagreement is the way in which cognitive development interacts with 
emotions, attitudes and values. Yet both theorists concur that the highest 
stage acknowledges Whiteness, has an understanding of racism, and a 
willingness to assume individual responsibility to address it. Helms’ theory 
about the stages of White racial identity follows. 
Contact 
When Whites first encounter the notion or actuality of Black people 
they enter the contact stage. They enter this stage with an obliviousness 
of their own racial identity and a lack of consciousness of the ways in 
which they benefit from cultural and institutional racism. They are 
unaware of their assessment of the Black person by White norms and that 
alternative criteria are available. Thus statements such as “You don’t act 
Black’ or “I think of you as a person, not as a Black” are common 
indicators of the contact experience (Helms, 1993). The duration of this 
stage varies based on the nature of the contact and whether the contact is 
direct or vicarious. The White person’s self esteem can be high and the 
association amiable, in part because they do not recognize the moral 
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dilemmas of their attitudes about Blacks. If contact is prolonged, they 
may have to recognize the differences in how Blacks and Whites perceive 
racial distinctions. The nature of the socialization experience determines 
whether the White person moves into the next stage. 
Disintegration 
An individual’s consciousness of conflicts and moral dilemmas 
about one’s Whiteness initiate this stage. There is a recognition of what 
one has been taught about Blacks and the language of equality is not 
consistently applied to Blacks. People in this stage become consciousness 
of social habits they had used in interactions with Blacks that now feel 
awkward. They begin to see the newly emerging attitudes, beliefs and 
values as incongruent with previously held behaviors and that recognition 
provokes emotional discomfort. They begin to recognize choices to 
maintain or change behaviors and attitudes and are aware of the social 
consequences of change among their White peers. Again the duration of 
cross-racial contact is a factor that influences Whites’ willingness to 
consider change. Attitudinal change includes reevaluation of their 
understandings of White superiority and Black inferiority. 
Reintegration 
In this stage White people consciously accept their Whiteness, as 
well as the superiority accorded to Whiteness and the inferiority of 
Blackness. This acceptance is based on the pervasiveness of institutional 
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racism, frequently in messages, frequently coming through friends, family 
and trusted sources, that support beliefs and attitudes of White superiority 
as an unquestioned norm. They accept the privileges derived from cultural 
and institutional racism and racism as being deserved by Blacks. Feelings 
of guilt are converted to anger toward Blacks and will influence White 
behavior in active and passive ways. Society makes it easy to stay in this 
stage and remain withdrawn from further encounters with Blacks or 
Whites who will question or challenge the absoluteness of this stage. A 
major catalyst, personal and societal, is needed to provoke movement from 
this stage to the next. 
Pseudo-independence 
This is the first stage of redefining one’s Whiteness in positive, anti¬ 
racist terms and finding racist identity as unacceptable. White superiority 
is re-evaluated and people begin to accept responsibility for the 
perpetuation of racism. Blacks are now solicited and become a source of 
information about racism. This is a stage of heavy intellectualization 
where the individual submerges conflicting feelings. Individuals in this 
stage have little awareness of the degree to which they see Blacks through 
White cultural norms. The person will also be aware that Blacks are not 
receptive or enthusiastic about their more liberal posture. At this point the 
person must seek out positive White role models who exhibit anti-racist 
attitudes. The tentative and marginal status of the individual’s racial 




At this stage Whites begin to recognize myths and stereotypes of 
Blacks and Whites, and begin to ask who they are racially and who they 
want to be. White role models and consciousness groups are sought out 
rather than seeking change with and among Blacks. Supporting change 
with White people becomes the focus. This is the time to work through 
the outstanding emotional baggage of previous stages and doing so releases 
positive feelings that reinforce and motivate further growth. 
Autonomy 
This stage is a process of integrating, reinforcing, and trying out a 
new White identity. The person no longer denigrates others based on race, 
nor is race viewed as a threat to personhood. They are able to recognize 
the privileges of cultural and institutional racism and are more aware of 
other forms of oppression. It is a stage not associated with major change, 
but behavior is less likely to be driven by racist attitudes. 
This study is based on the assumption that racial identity 
development theory should be included in teacher training addressing 
racism and educational inequities. It suggests that attention be given to the 
implications of such theory in examining professional development 
pedagogy and in the instructors’ and participants own racial identity 
awareness. Racial identity development provides a framework to 
consciously examine White privilege, the implications of beliefs in racial 
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superiority and the social systems that reinforce such beliefs. Awareness 
of one’s personal Black or White racial identity development strengthens 
their ability to discern individual actions that collude with racist and 
oppressive attitudes and behaviors. This research also emphasizes the 
difficulty Whites have in recognizing their own racial identity, and the 
social consequences of that identity. It supports strategies that facilitate 
their racial identity awareness and application with instructional practices, 
parent and collegial relationships and coalition building. 
While White people have had difficulty recognizing the social and 
economic implications of their White identity, Black people have generally 
known it for a long time. Integrating racial identity theory into the 
professional development will call attention to the distinctive implications 
of an evolving awareness of White racial identity. Blacks will not feel 
responsibility to initiate discussions about racism. That feature alone is a 
compelling attraction to some Blacks, especially those who work in a 
predominantly White school setting. 
The Experiences Of African American Educators 
The central purpose of this study is to examine the experiences of a 
small group of Black educators. Their course of study was designed to 
reduce the influence of racism in classrooms. Talking about racism is not 
an abstract concept for Black people. For years, due to racism, it was 
illegal for African Americans to learn how to read; for almost a century 
segregated schools were endorsed by the law. Vast numbers of Blacks 
lost their jobs or had established careers paths stunted after the 
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desegregation order of 1954 (Foster, 1990; Irvine, 1993; Dilworth, 1990). 
The daily discourse of racism has been a part of the lives of most Black 
educators and has been endured in painful detail. For Blacks a new case 
does not have to be made to deal with racism. For years only hope has 
sustained a vision of what society would be like without its poisonous 
infestation. Racism has cut deep emotional scars, its presence has been 
used to define Blacks’ existence for centuries, and promises to address it 
have not been kept. Black teachers are aware of the potential for failure 
and do not want to contend with another set of unfulfilled promises. 
There are many hues and shadings in the palette of the Black 
experience. Age, region of birth, the racial composition of one’s home 
community and school influences the nature of encounters with racism. 
Moreover, how a Black person perceives and interprets their encounters 
with racism is influenced by these circumstances (Tatum, 1992). Several 
Black teachers in this study grew up in the South and attended all Black 
schools legally segregated by law. Others grew up in the north and 
attended predominantly White urban schools with a small smattering of 
Black people. Teachers of a later generation lived in largely Black urban 
communities and were bussed to predominantly White suburban schools 
as part of a larger desegregation experiment. During the same decade a 
smaller representation of their peers grew up and went to school in the 
suburbs. The era and context of their home and school experience greatly 
influenced their understanding of racism in their lives and in the lives of 
others. For many Black educators, no matter from what circumstances, 
the awareness and concern of racism in their lives and in others, colors 
their professional lives (Foster, 1990). 
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For daily survival, extra psychic energy is needed for Black people 
to talk about racism in a predominantly White milieu (Delpit, 1988). Delpit 
examined the voices of educators of color who expressed what their White 
colleagues did not hear. In the summation of their stories she said: “The 
saddest element is that the individuals that the Black and Native American 
educators speak of in these statements are seldom aware that the dialogue 
has been silenced. Most likely the White educators believe that their 
colleagues of color did, in the end, agree with their logic. After all, they 
stopped disagreeing, didn’t they?” (Delpit, 1990, p. 85). Blacks and other 
people of color learn to detect potential abuse and emotional assaults, after 
having been expected to make compromises again and again. A Black 
professional’s capacity to detect risky encounters may even turn up in 
circumstances intended to candidly talk about racism, because the 
encounter would require dealing with colleagues who have not come to 
understand or fully accept the depth and nature of racism. In those 
informal conversations Black people feel the burden of having to prove it 
and, at the same time, not be dismissed as being overly sensitive to well- 
intentioned liberals. There is an emotional burden carried by Blacks 
because of the expectations placed on them by the same White colleagues 
to know all about the Black experience. 
Not surprisingly, there has been relatively scant attention to Black 
educators’ perspectives in general educational research. That which is 
available tells us much about their experience with racism in schools 
before and after the 1954 court order to desegregate. What direction does 
the extant research tell us about Black educators’ perspectives on racism 
in education? How can it help identify and analyze the variables that give a 
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course such as this credibility among the Black participants? Foster 
(1990) noted that much of the early work by White researchers about 
Black educators represented them as working to maintain, rather than 
challenge the status quo. Foster’s research focused on Black educators 
nominated from within the Black community as being effective with Black 
students. She highlighted their knowledge of the students’ community and 
their ability to marshal support for necessary changes to counter racism in 
their schools’ restricted allocation of financial and instructional resources. 
Her work, set in Black rural and urban communities, showed numerous 
examples of their attitudes and methods that challenge the byproducts of 
racism. 
Foster’s findings about Black teachers’ resistance to racism has 
resonance in work by other Black researchers. Ladson-Billings and Henry 
(1990) document the liberatory characteristics and objectives found in the 
culturally responsive pedagogy used among African-Canadian and African 
American teachers. Ladson-Billing’s (1992a) research on culturally 
responsive pedagogy encourages teachers to promote students’ ability to 
critique daily life encounters with social injustice. Ladson-Billings and 
Henry (1990) call attention to the ‘liberatory pedagogy’ derived from an 
Afrocentric perspective and exhibited by the teachers in their studies. 
Their research suggests that teachers require a heightened racial 
consciousness to produce and sustain these experiences for their students. 
The work of these Black researchers underscores the disposition of 
African Americans to challenge racism as part of their work. The 
research suggests they want to help Black students’ develop skills to 
deconstruct racism and see this as a pedagogical consideration for good 
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education. This is a compelling direction for examining professional 
development activities that examine classroom climate and pedagogy. 
Their research validates analyzing what, to Black educators, is viewed as 
substantive in professional development experiences about racism and 
racial identity. 
The majority of educators in this study function in student support 
and administrative roles. Their concern about racism would typically be 
displayed through interactions with colleagues and discussions with 
students and parents. The research of Ladson-Billings (1990) and Foster 
(1990) may be interpreted for student support personnel and 
administrators. Their work speaks of the awareness Black teachers had of 
the students’ home community because they were often living in similar 
circumstances. Their understanding was more complete because it was 
based on lived experience; they could integrate knowledge of the students’ 
home life into classroom activities and instruction. The same principle 
may apply to the non-classroom personnel. In this case they often identify 
and interpret the significance of an event for White teachers working with 
Black students. This is an important function of Black personnel in 
predominantly suburban settings where the White staff often has limited 
knowledge or carries negative stereotypes of the students’ home 
community. Knowledge of Black community issues is applied in their 
advocacy efforts for Black students. 
A Black educators’ perceptions of isolation in the workplace may 
influence how they do their work. Research on Blacks in predominantly 
White colleges identify isolation and the absence of mentors as a qualitative 
variable in their professional life (Nickerson, 1982). It is hard to be Black 
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in White institutions influenced by conscious and unconscious stereotypes 
of what being Black means. Working in settings that give minimal 
affirmation to Blackness and are viewed as giving “lip service” to racial 
diversity may erode the capacity and will to sustain one’s racial identity. 
Nickerson’s (1982) research showed how isolation influenced 
relationships with Black students and their sense of responsibility for Black 
students’ collective well-being. Finally, the Nickerson study reviews how 
an awareness of a decreasing presence of Black colleagues negatively 
influences the quality of life in the workplace. While no examination 
focusing on Black educators’ experiences in predominantly White schools 
has been found, this data has currency to what has been observed in this 
study. The data on employment trends shows the potential for isolation in 
K-12 schools to be significant. 
After reaching an all-time high of 12% of the total public school 
teaching force, the presence of Black educators has been steadily 
decreasing since the 1970s. For Blacks currently working in schools, 
especially predominantly White schools, institutional commitment to 
recruiting people of color is significant to the quality of the day-to-day 
experiences of students of color. Irvine (1993) summarized organizational 
characteristics of schools of education that would attract undergraduates 
of color into teacher training programs. The presence of faculty of color 
was one significant characteristic that signaled commitment to the quality 
of their academic program. 
For African Americans, the ability to access and build quality 
relationships with Black students motivates them to enter teaching and 
enhances their work life (King, 1993b, Ladson-Billings, 1992; Foster, 
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1990; Etter-Lewis, 1993). Concerns about the quality of Black students’ 
educational life are among the highest priorities of Black teachers. Some 
believe cultural enrichment is essential to help Black youth survive and 
thrive within a society that often demeans the value of their personhood 
(Ladson-Billings & Henry, 1990). 
There are significant examples (Ladson-Billings, 1995, Paley. 1989) 
of White teachers’ commitment to Black students, yet the full significance 
of the teacher’s race to African American students has yet to be 
determined (Ladson-Billings, 1994). Black educators as a group have been 
shown to have higher expectations of Black students than Whites (Irvine, 
1990; Gay, 1993). Some studies have also noted that a Black teacher’s 
role is different for Black students than the teacher’s role has for White 
students (King, 1993b). Black teachers are more aware when Black 
students receive less reinforcement than White children and are subject to 
negative representation in the media. Therefore they have expectations 
that any teacher working with Black students will have relationships that 
counter the hostile messages from society. They are frequently more 
aware of the social pressures that impose on Black children, and the 
economic value that completing high school and college has for a Black 
child. These studies suggest Black teachers have heightened concerns for 
African American students not having positive relationships with the 
majority of teachers they encounter during their academic career. 
African American researchers have examined the effects of 
instructional practices that affirm and make use of the child’s community 
and cultural context (Banks, 1981; Gay, 1984). Many of these studies 
acknowledge having to counter the adverse effects of racism, sexism, 
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economic oppression and the negative messages about Black youth 
pervasive in the media. Culturally relevant pedagogy (Ladson-Billings, 
1995) is designed to help students develop positive associations with 
academics. Promoting positive experiences in academic pursuits, 
culturally responsive pedagogy also addresses the negative impact of 
alienating social encounters influencing Black students’ perceptions of the 
value of educational achievement (Wilson & King, 1990). The need for 
culturally based affirmation in school is suggested in Fordham’s (1990) 
research on Black students. She investigated the ways in which these 
students distance themselves from activities associated with academic 
achievement because to appear interested in academics is to act like White 
people (1988). Henry’s (1992) and Ladson-Billings’ (1992b) research on 
culturally responsive pedagogy emphasizes Black students’ needs to learn 
skills to pursue academic excellence, mediate socially alienating encounters 
in school, and feel cultural congruence with their Black community. 
Until 1954, the education of the vast majority of Black students was 
accomplished through the determined efforts of Black teachers. Separate 
but equal legal policies allowed schools for Blacks to be administered by 
Black principles in ways more closely aligned with the perspectives and 
values within the Black community. Overt racism was pervasive so these 
schools were under-funded, under-staffed and given the districts’ used 
books and left-over instructional supplies. Foster (1990) documents the 
ways in which teachers during these times knew what community 
resources could provide to counter the effects of racism on the students. 
At that time Black students were far more likely to have Black who helped 
them to acknowledge and interpret racism in their lives. 
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Walker, (1993) documents the relationship between an all Black 
school in North Carolina and its constituent community. This school, by 
many standards of the time, was considered an exemplary academic 
institution. Walker details the nature of contact between school personnel, 
students and families. Both community members and school personnel 
consistently voiced to all-White district school officials their shared 
concerns to counter racist institutional practices from restricting resources 
needed in the school. Walker and this author support more research to 
understand the realities of these school experiences for its staff and 
students. Until research on these schools suggests other interpretations, it 
can be assumed that those targeted by racism are far more conscious of 
the nature of racism than those from groups benefiting from the 
continuation of racism. Therefore to address racism, the implication is to 
draw more heavily upon the accumulated experiences of African American 
educators. 
The chance to draw upon their experiences is limited. The 
perceptions of educators of color is that their ideas about instruction and 
educational reform are often discounted or dismissed by White colleagues 
(Delpit 1988). This factor has significance in predominantly White 
schools where Black educators are typically the most prominent group 
calling attention to the existence of individual, cultural and institutional 
racism. The paucity of studies does not support the discourse, so there is 
no recognized endorsement of the discussion. This study supports a 
rationale for initiatives that capitalize on the experiences of established and 
prospective Black educators. The rationale is based on concern for the 
educational well-being of Black students and dismay over the reasons why 
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a Black adult presence in education has been contained. As the presence 
of Black educators in classrooms decreases, some believe opportunities for 
Black educational achievement will be diminished (Foster, 1990). In a 
survey of Black teachers’ attitudes about race, Foster summarizes 
perspectives on their status in public schools. 
Historically paid less than their white counterparts, rarely 
employed except to teach African American pupils, opposed by 
unions seeking to preserve seniority rights for the largely white 
constituencies, dismissed in large numbers following Brown vs. 
Board of Education decision, and denied access to teaching 
positions through increased testing at all levels, the lives and 
careers of African American teachers have been seriously 
affected by racism (Foster, 1990). 
The distinctive perspectives of Blacks about educational philosophy 
and pedagogy have not been incorporated into mainstream discourse 
(Dilworth, 1990). Black leadership in discussions about the purposes of 
education should be more widely heard. Doing so would make our 
attention toward teaching and learning more cohesive and representative of 
the broader community. These discussions should also occur with other 
teachers of color to examine similarities and differences in philosophy and 
pedagogy. Institutional support of the validity of these issues is an 
essential element for dialogue. Without it, the typical school day allows 
little opportunity in terms of time and a vehicle, for structured and 
sustained discussion to take place. 
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Chapter Summary 
This chapter offered a review of the relevant literature on 
multicultural education and professional development for educators. It 
concluded with an overview of racial identity theory and research on 
African American educators. Finally, this review combines segments of 
research that provoke a more precise discussion about the effective 
planning and delivery of staff development in specified settings and for 
multi-racial audiences. 
These are some of the variables in planning in-service training. 
More specifically, administrators must become more aware of the costs 
for Blacks to fully participate in experiences designed to address diversity. 
This literature review has raised four categories of concern to Blacks. 
These categories suggest topics to be reviewed with Black educators prior 
to and during staff development activities: 
• Perceptions and experience of racism 
• Perceptions of recruitment and retention issues 
• Perceptions of Black student/teacher relationships, and 
• Perceptions of leadership development opportunities 
The four arenas of concern were incorporated into the data 
collection and analysis process of this study to determine the degree to 




DESIGN OF THE STUDY AND METHODOLOGY 
Introduction 
This chapter, consisting of five sections, describes the design of the 
study. The first section provides the overall approach of the inquiry. 
Participant selection and setting describes the structure, content, goals and 
administration of the staff development course from which participants in 
this study were selected. Data collection and analysis will describe 
methodology for three sources of data: interviews, ethnographic 
observation and review of course documents. Here I reiterate the research 
questions and issues derived from the literature review salient to this 
analysis. Data organization, coding, categorizing and presentation are also 
included in this section. Finally the remaining two sections address the 
integrity of research and personal interests that delineate methodology and 
personal awareness used to reduce the influence of bias. 
Overall Approach of the Inquiry 
The primary methodology used in this study was qualitative in 
nature, specifically phenomenological interviews with African American 
participants in the course. Seidman’s (1991) three-series approach for in- 
depth interviewing designed to solicit: a) “Focused Histories”, b) “Details 
of Experience”, and c) “Reflection of Meaning” was adapted for this 
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purpose. This approach was chosen to allow time for data collection and 
encourage guided reflection among the participants. I incorporated the 
three elements of Seidman’s approach into a guide designed for two 90 
minute interviews over a several week period. Analysis was enhanced as 
interview data was selectively cross-referenced with data from on-going 
participant observation of the course and analysis of related documents. 
Qualitative methods recognize human beings as the primary 
instrument of data collection and analysis (Lincoln & Guba, 1981, 1985; 
Miles & Hubermann, 1994; Siedman, 1991; Spradley, 1981). Theorists 
also stress recognizing the contextual meaning of language used by both 
the participants and the researcher in a study. With that directive in mind 
this interview process was conceived to encourage a respectful dialogue 
between two human beings; I refer to the persons I interviewed as 
participants, rather than informants or subjects (Seidman, 1991). I have 
maintained a journal of my personal responses to the inquiry experience as 
a way of monitoring for bias, unexamined assumptions, and subjective 
responses to the participants (Lincoln & Guba, 1985; Seidman, 1991; 
Spradley, 1981). Siedman discusses “profiles” as providing opportunities 
to make thematic connections. This display, an instructive profile of select 
participants, provides a context for the related thematic analysis. 
Emphasis on thematic analysis was chosen as a maximum precaution to 
maintain confidentiality among the sample of participants known within 
their districts as having taken the course. Because this research should 
reveal heretofore unheard voices of Black educators, through those themes 
there will be a display of both the most compelling and mundane findings 
of this study. 
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The overall approach to this study is designed to assure that the 
individuals involved will be respected. This assurance is offered to the 
participants and the instructors. To be more precise, this research is 
motivated by commitments I have made as I inquire about the process of 
how Black people create and sustain meaningful professional lives. The 
humanity of people of color is often misrepresented and their image is 
often cast in distorted stereotypes. My commitment is to counter and 
dismantle the vestiges of caricature cast from someone else’s mold. In 
this study I am moved to describe the experiences of a specific group of 
people in a particular setting. I do this in the hope that others will pay 
more attention to the distinctiveness and multiplicity of perspectives among 
people of color from varied racial groups in matters of educating children. 
In asking for participants’ time and attention, I must acknowledge 
their energy and commitment in the research design. Based on direct 
observation and the empirical data, I was aware of emotional and 
professional risk taking. Some of the people interviewed were early and 
vocal advocates of racism being explicitly addressed in the course design 
and objectives. Many perceived their role as monitors to assure the focus 
on racism was not overshadowed by more palatable issues or denial. To 
assume this role often carries a heavy professional weight and personal 
liability. In different ways the participants in this study acted as Guinier 
(1994) stated, “to make a statement that allows [them] us to move from 
being the victim of other people’s decisions to be the architect of our well¬ 
being and that of our community and our country” (p. 140). All of the 
participants recognized the course as a venue eliciting emotional and 
provocative exchanges within themselves and with their White colleagues. 
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As ethnographer, I experienced the emotional impact of some of these 
interactions. Therefore the methodology used to examine their experience 
was intended to be sensitive to the consequences of these exchanges and 
be thoughtfully determined. This next section will describe the techniques 
used to gather data, establish how integrity and validity were addressed in 
the research process, and the organization and handling of data. 
Participant Selection and Setting 
Eight interviewees were selected from the 11 African Americans 
who participated in a 54 hour, year-long professional development course 
entitled: “Anti-Racism and Effective Classroom Practices for All Students.” 
The African American educators in this study were classroom and non¬ 
classroom personnel. (The inverse relationship is true for White 
participants, the vast majority of whom were classroom teachers.) 
Because the nine non-classroom based African Americans were among the 
four men and seven women within the available sample, I use the term 
educator rather than teacher. 
At the end of the course, all of the Black participants agreed to be 
interviewed. I initially intended to interview two classroom teachers, two 
student support staff and two administrators. Sampling criteria were 
chosen to provide maximum variation (Lincoln & Guba, 1981) and 
included: in-school role and function, years of experience as an educator, 
gender, and student experience in predominantly White schools. 
Therefore, I initially projected interviewing three women and three men 
whose combined experience included: two classroom teachers, two who 
had attended predominantly White schools, two who had been in education 
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professionally for no more than six years and, at least two who had more 
than 25 years in education. I remained flexible during the study and 
allowed myself the latitude to re-focus my sampling decisions until 
redundancy of collected data was ascertained (Lincoln & Guba, 1981). 
Based on the first four interviews, I extended my sample by two educators 
who had previous teaching experience but were currently in administrative 
roles. This expansion was done to achieve maximum coverage of 
interviewees with classroom experience. 
The course took place during the 1993-94 academic year in a 
suburban high school in eastern Massachusetts. It was taught by two 
instructors who were known for their professional development training in 
some of the participating school districts. The schools wanted to mesh 
the respective expertise of the two instructors. One, an African American 
woman psychologist, had taught for over 13 years at the college level 
about the psychology of racism and racial identity. The other, a White 
male with an advanced degree in education, had extensive secondary 
school teaching and staff development experience addressing classroom 
structures, climate issues and instructional practices. The 14 session 
schedule included 11 after-school class meetings from 3:30 p.m- 6:30 
p.m. and three 8:30 a.m - 3:30 p.m. all day sessions. The school districts 
paid for participants’ course tuition, release time and substitutes. All 
participants received the option of having three course credits added to 
their district personnel records. The recruitment and enrollment strategy 
for the course targeted educators of color and White educators perceived 
to be attentive to multicultural and racial diversity issues in their schools. 
While methods of recruitment varied by district and within schools, there 
70 
was an expectation among course planners that those who were recruited 
and chose to enroll were already disposed toward addressing racial 
diversity issues. 
This course was offered to teachers and administrators in seven 
school districts with CHANCE programs. CHANCE is a two decade old 
voluntary state-funded desegregation program that busses students of 
color, the vast majority being African American, from two large urban 
centers to attend predominantly White suburban schools (Directors 
Association, 1993). Of the very small percentage of teachers of color 
working in the participating districts, the vast majority were hired as 
CHANCE staff and therefore few are classroom teachers. A Chicana 
classroom teacher who was not CHANCE personnel was the only other 
person of color in this course. The presence of CHANCE staff was 
inevitable because the vast majority of people of color employed in the 
participating districts are CHANCE employees. 
The course had the unique goal of promoting anti-racist classroom 
environments through awareness of racial identity development theory and 
institutional, cultural and individual manifestations of racism. The course’s 
anti-racism framework was designed to increase African American student 
achievement by incorporating anti-racist teaching practices and positively 
influencing the school climate for African-American youngsters and the 
general student population. This framework informed the curriculum, 
pedagogy and objectives of the course. Based on the available pool of 
educators, the sponsoring district administrators’ expectation was to 
prepare and support several new peer-trainers from among the participants 
to work with colleagues in their school districts to promote similar goals. 
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The course instructors anticipated that White participants would be the 
dominant presence in this course and in any course to follow. The 
disposition toward addressing a predominantly White audience was evident 
throughout the course’s conceptual framework, curriculum and goals. 
The sponsors were disposed toward influencing the attitudes of Whites to 
actively promote anti-racist education. This expectation pervaded the 
setting and supported examination of African American participation in this 
uniquely designed professional development experience. 
Data Collection and Analysis 
This study included three sources of data: interviews, participant 
documents and ethnographic observations of the professional development 
experience herein referred to as the course. My role in the setting was 
publicly acknowledged as the ethnographer of the course; therefore my 
role as observer moved between moderate to passive levels of 
participation, with variances manifested in large and small group settings 
(Spradley, 1981). This role facilitated initial access and continued to do so 
during the following year’s second and third cycle of the course. During 
that time there was opportunity to observe four graduates of the pilot 
course, two of whom were Black, continue as instructors-in-training. 
This phase of the course provided an opportunity to observe more 
participants of color (the vast majority being African American) and the 
trainers’-in-training interactions with White, Black and other participants of 
color. In addition to this observed data, eight African Americans 
participated in two ninety-minute interviews. The ethnographic data 
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coupled with pre/post course interviews with the instructors was 
transcribed from audio tape recordings and used to describe and examine 
the context of their experience. Documents from the participants and the 
course provided a third source of data. 
Interviews 
Seidman’s (1991) three-part structure provided the conceptual 
framework for the open-ended questions in the interview guide used for 
the two ninety minute interview sessions. Efforts were made to allow no 
more than two weeks to lapse between the first and second interview for 
each participant. All interviews took place at the participants’ schools or 
in their homes between January and June of 1995. In the first interview, I 
explored family, community, and personal relationships that helped shape 
their work as educators. I also asked them to describe the nature of their 
pre-service training and professional development motivations and 
aspirations. More specifically, I solicited information about their history as 
students; influences on their decisions to become educators, and when 
applicable, characteristics of their teacher training influences and 
experiences with racism. The last third of the interview was designed to 
focus on their current roles and circumstances that led them to be involved 
in the course. At the end of this first interview, I asked them to bring to 
the next interview a symbol or give a description of something that 
characterized the course for them. 
In the second interview I ask them to share their symbol and used 
that as a transition to describe their experiences with the course. In this 
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session, questions were less open ended. I explored their responses to 
presentations on classroom climate, curriculum, assessment and 
instructional practices that promoted anti-racist education. I questioned 
their responses to the trainers’ instructional approaches and styles, class 
objectives, curriculum and climate including what was complementary or 
contradictory about the two subject areas. In terms of climate, I explored 
the influence other participants had on the interviewee’s experience. 
The last third of the interview focused on what they drew from the 
course. From that context, I explored what they would want to sustain or 
change in their relationships with colleagues, students and families, White 
and Black. I also explored their perspectives on working with members 
from other communities of color within their school, professional or 
personal community to promote anti-racist education. To verify data 
solicited as open ended questions during the first interview, I explicitly 
asked them to recall the circumstances that influenced their attitudes and 
perceptions of race and racism. 
Ethnographic observations 
A second source of data was derived from my observations as 
ethnographer of the entire course. The fifty-four hour course was 
audiotaped by me and videotaped by one of the course instructors. The 
videotapes were to be used for evaluation and planning of future courses 
and as training resources for new instructors. During each class, the 
focus of my observations was on: a) the course instructors’ presentation 
of content and interactions with participants, b) the physical arrangement 
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of people and things, c) the nature of communication, who spoke, when, 
to whom, and why, and d) types of activities and events. All participants 
signed release forms for the analysis of audio, video and their course 
documents. 
My initial field notes for all classes have been cross-referenced with 
audio tapes and videotapes which were transcribed and compiled. The 
ethnographic data was analyzed after the course and before the scheduling 
of the interviews. As recommended by Spradley (1981) field notes were 
organized in three forms: condensed accounts, expanded accounts and a 
field work journal. These notes are in the form of memos. I have learned 
to not be overly reliant on tape recorders. Therefore, condensed notes 
were taken during contact and expanded upon immediately thereafter. 
Field notes were reduced through the categorizing process to yield specific 
portraits and condensed thematic analysis of the participants. 
At the beginning of the course I took copious notes trying to capture 
contextual data and their comments. Over time I found the difficulty of 
sustaining that level of detail and tried to focus on patterns that had begun 
to emerge. I also knew I would be able to review and embellish the field 
notes, with direct quotes and nuances of interactions among the group 
after the sessions. In terms of patterns, I had become aware of who was 
or was not more likely to talk in the large group or small group settings. 
Who had the tendency to dominate conversations and what significance 
particular issues or situations they had begun to examine held for them. 
Paying close attention to the instructors interaction with each other and 
with the class members, I also noted patterns in the types of responses 
they provoked from their students. 
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I made notes on the level of previous knowledge they had about race 
and racism and noted who engaged in sustained discussions with others of 
the same or different race. As I began to see patterns among the Black 
educators, the research questions for this study began to emerge. In the 
field notes, I also began to focus attention on what they said and speculate 
on the nature of their involvement, public risk taking and motivations. 
Attention to distinguishing tacit knowledge was an aspect of the 
analysis process. In Lincoln & Guba’s (1985) explication on the types of 
knowledge available to the inquirer, they say: .. it is essential that the 
human instrument be permitted to use his or her tacit knowledge at full 
strength and does in most explicit fashion. Anything else dulls the 
instrument and reduces the value of the inquiry. .. .Tacit knowledge 
becomes the base on which the human instrument builds many of the 
insights that will eventually develop and be cast in propositional form.” (p. 
198). In propositional forms, knowledge can be expressed to others. To 
that end, the three types of field notes provide a monitoring mechanism for 
tacit assumptions that need explicit realization. 
Pre/Post Interviews with Multiracial Sample of Course Participants 
As member of a research team collecting initial data, I also 
interviewed four participants. A White woman, interviewed three others. 
Of this pool, two participants were African American, four were White 
and one was a Chicana. These interviews were conducted during and 
immediately after the course concluded in late April 1994. The interview 
questions explored were: 
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a) How they came to be involved with education, 
b) How they came to take the course, 
c) Experiences they had dealing with racism in education, and 
d) What they hoped to get out of the experience. 
These interviews were used to refine my interview skills and inform 
the study’s interview guide. They also provided a source for comparative 
data analysis. The process of analyzing this data informed my in-depth 
interview questions as recommended by Siedman (1991). A secondary 
observer, Dr. Lauren observed five of the 14 sessions and was available to 
discuss data analysis. She is a member of a research team convened by 
Dr. Travis and teaches multicultural education. Dr. Lauren coordinated 
data collection and analysis of ethnographic observations, document 
analysis and interviews, as a basis for future evaluation. She has authored 
two articles on the White participants in the course based on interviews 
and responses to a questionnaire survey. Because of her knowledge of 
participants’ pre/post-course interview data, she is a resource for 
reviewing analytic codes and categories from which to organize the data. 
Documents 
A third source of data comes from participant documents, reflection 
papers and homework assignments from the course. These documents 
include written statements about their goals and objectives, copies of 
actual worksheets, notations on assigned readings, summaries of their 
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school-based experiments on class topics and copies of their class 
evaluations. The availability of documents allowed for comparative 
analysis of expectations, themes and patterns from this study’s 
participants and class members who were not African American. 
Organization and Analysis of the Data 
The coding and cataloging was initially based on the research 
questions, course evaluation documents and the literature review. New 
codes were generated as they emerged. Once again, the primary research 
question was: How do African American educators, working in 
predominantly White school settings, perceive their experience in an 
extended professional development course with an anti-racist educational 
conceptual framework and objectives? The specific sub-questions include: 
• How does racial identity influence African American educator’s 
professional development decisions ? 
• What do African Americans educators want from professional 
development experiences that address racism and racial diversity in 
education? 
• What curricular, pedagogical and climate features influence the nature 
of a professional development experience for African American 
educators? 
• What do African American educators get out of such a course in-terms 
of strategies to promote anti-racist education in predominantly White 
school communities? 
78 
The literature review supports examination of these research questions as 
it provokes considerations for data collection and analysis. The literature 
suggests that the following issues have meaning for African American 
educators. Therefore, data analysis considered: 
• Did the course reflect their experiences and perceptions of racism? If 
so, in what ways? 
• Did the course address recruiting and retention issues for Black 
educators? 
• In what ways did the course address Black student/teacher 
relationships? 
• Did the course consider leadership development priorities or 
opportunities for Black educators? 
Data analysis allowed for other factors beyond these domains to emerge 
and these will be reviewed in the next chapter. Descriptive overviews of 
the curriculum, instructional practices, and instructors’ roles are also 
provided in the next chapter as context to interpret their responses. 
Comments about the curriculum and pedagogy of the course was analyzed 
to identify the relevance of the critical issues about multicultural education 
theory application to professional development practices: 
• In what ways did the course pedagogy and content project assumptions 
that participants’ life experiences prepared them to question pre-existing 
perceptions about racial identity, racism, power, and privilege? 
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• In what ways did the course pedagogy and content explicitly address 
individual and systemic resistance to anti-racist, multicultural 
education? 
• In what ways did the course pedagogy and content critique knowledge 
used to construct racial identity, racism, power and privilege? 
• In what ways did the course pedagogy and content explicitly affirm 
justice, equality, human rights and democracy? 
Finally, did the course promote the objectives of multicultural professional 
development proposed by Sleeter (1994): critical reflection, 
deconstruction of White racism, and cross-cultural collective advocacy 
and strategy development? 
Lincoln & Guba (1981) say inductive analysis is “the process of 
making sense of the field data and that analysis has two sub-processes, 
‘unitizing’ and ‘categorizing’(p. 202). All units of information were coded 
and then compiled into categories. These categories which name and 
describe specific characteristics influencing the Black experience were 
clustered into themes. To ascertain validity, a system of cross-checking 
called triangulation (Glassier & Strauss, 1967) was used whereby data 
from the interviews, observations, and documents were referenced to one 
another to substantiate validity of the themes and locate inconsistencies. 
Miles and Hubermann (1995) list four types of triangulation. Two 
types, data sources and methods, were incorporated into this study. A 
variety of data sources included African American participants who were 
enrolled in later sessions of the course. As ethnographer of the two 
courses that followed the one in this study, there was for observation and 
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informal discussions of their experience with the same curriculum and 
instructors. It also allowed observation and discussion of two of the 
interviewees in their new roles as trainer-trainees. Additional data sources 
from less controlled situations included African American, Latino, Asian 
and Native American educators in predominantly White school settings 
who participated in anti-racism and general diversity training workshops. 
Several triangulation methods were also employed through interviews, 
observations and review of participant generated documents. Course 
related documents from ethnographic filed notes, evaluations and 
transcripts from other course members were used to detect patterns or 
contradictions in findings and interpretations. 
As this study was initiated, it was not clear what influence having 
knowledge of Black and White racial identity theory would have. I had a 
desire to avoid interpreting data as static, monolithic or strictly linear 
stages of development. At the same time I wanted to examine the attitudes 
and behaviors associated with self and others that are implied in the 
character of this developmental process. As the interview guide was 
developed and applied, both open-ended and direct solicitation allowed 
participants’ observations and experiences with racism to be expressed. 
To temper impulses to be an advocate, I have heeded Seidman’s 
(1991) caution to avoid force-fitting the participants’ words into desired 
theoretical propositions. Primarily, racial identity theory has been applied 
to analyze situations that the participants acknowledged as such. It was 
used to interpret suggestions made to improve their circumstances. In 
terms of the course, the theory has been selectively used to interpret how 
Black educators express their expectations of the curriculum, pedagogy, 
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instructors and other participants. Finally, their comments about colleagial 
relationships and anti-racist interventions they are considering will be 
examined based on racial identity theory. 
Data are displayed in compelling ways so that the full force of the 
findings can be realized by the reader. One option for displaying data 
analysis is in Lincoln & Guba’s (1981) style of portraiture. 
Portrayal, a form of description with feeling tone, is a powerful 
end to be served by the evaluator using naturalistic methods. The 
extent to which a narrative not only portrays the context 
faithfully but causes vicarious experiencing to take place 
determines the relevance of the report. ... But portrayal should 
not only engender understanding in concerned audiences. It 
should also involve and move those who have never been to the 
site but who intuitively sense, through the report, they could 
have been a part of it. This sense of identity, of sharing, of 
exchanging mutual sympathies ought to be one outcome of 
portrayal or storytelling (p.150). 
In this study, initial analysis suggested that exclusive reliance on 
portrayal of data would compromise my commitment to confidentiality. 
This type of display of the personal and professional circumstances of the 
participants would restrict details of some significant and relevant issues. 
Therefore greater reliance on thematic analysis is required, where certain 
disclosure can be distanced from possible identification of the source. 
Within the framework of thematic analysis, I have attempted through 
quotes and paraphrases to reflect the intimate nature of portraiture. 
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Integrity of Research 
As indicated in the approach of the study, I wanted to understand 
what meaning a particular experience had for a group of individuals. To 
heighten validity for Black participants, I was attentive to perceptions of 
racism in research practices that might evoke skepticism and distrust of 
the interview experience. I was clear about my immediate goals and how 
the study would be used. I wanted them to understand the significance of 
documenting the unique nature of this course because analysis based on 
Black perspectives appears to rarely be considered, formally in research or 
informally among staff developers. Because of the intimacy and potency 
of disclosures their belief that confidentiality will be maintained is essential. 
Overall, the participants were willing to give me their time and at 
least one person suggested that their trust in me was due to the 
consistency of my course involvement. Several expressed a desire to 
support my goal of getting the doctorate. That impulse appeared to carry 
more weight in their initial participation than their interest in the application 
of the findings. This dynamic made me more mindful that they might 
shape their descriptions to give me what they thought I wanted and 
dictated closer scrutiny of patterns in the data as it was analyzed. 
For giving freely of their time, I expected that participants might 
justifiably expect something in return (Guba & Lincoln, 1981). I gave 
them my time as an interested, informed and empathetic listener of their 
stories and experiences as Black educators. People rarely feel they have 
been adequately heard about their work and why they do it. The why of 
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what teachers do takes on great significance in their dealings with children. 
Those who view themselves as teacher-practitioners are now being 
encouraged to consider the pedagogical implications of qualitative research 
(Bogdan & Biklen, 1982): “Incorporating this perspective would mean that 
you would begin taking yourself less for granted, and more as an object of 
study. You would become more reflective” (p. 209). In its theory and 
practice, this study’s promotion of teachers as reflective change agents is 
especially critical for African American educators. The successful 
marriage of observational and interview methods can reveal Black 
teachers’ conscious and unconscious motivations and aspirations for 
learning about themselves as educators. The educators in this sample 
generally seemed to appreciate the opportunity to reflect on this experience 
and at times used it to reconsider earlier occurrences in their lives. 
I was aware of the significance of my presence as ethnographer in 
the interview process. Specifically I was mindful of their perceptions of 
my access and relationship to the instructors. Two of the participants are 
involved in further training with the instructors and others may desire less 
formal access to them for information and support of their work in 
schools. I am also known as an educational consultant to the course 
planners and participants and assured interviewees that stories associated 
with them would not be retold inappropriately among their colleagues. 
Attempts were made to diminish bias and to look for evidence in the 
data which could invalidate previous expectations. I have methodically 
included discussions of data analysis and assumptions with other 
educators of color knowledgeable about predominantly White schools. I 
began, within the introduction, literature review and approach to this 
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inquiry, to reveal my biases and assumptions. I also created a systematic 
log (Miles & Hubermann, 1994) to record my impressions related to the 
study. Near the completion of data analysis, I did an additional review of 
tactics, proposed by Miles and Huberman (1994) to confirm the quality of 
data, findings and conclusions. Miles and Huberman (1994) also validate 
the benefits of researchers being knowledgeable about their area of study. 
Because I bring a range of experiences to this study, the challenge has 
been to constantly screen for the degree to which previous knowledge is 
interacting with the data collection and analysis process. 
I value the opportunity for self reflection being available to 
participants doing qualitative research. Bogdan and Biklen (1992) highlight 
two arenas in which the researcher must be self-conscious. First the 
inquirer must begin with an internal silence: “... assume you do not know 
what things and events mean to the people you are studying” (p. 31). The 
other arena involves being self-conscious of your point of view as the 
researcher with heightened instincts to avoid presumptuous impositions, 
theoretically or methodologically, on the people within the inquiry. They 
also note that, “Qualitative researchers believe that approaching people 
with the goal of trying to understand their point of view, while not perfect, 
distorts the subject’s experience the least” (1982, p 32). With the 
researcher’s best efforts some distortion in analysis is inevitable; if asked I 
was prepared to apprise participants of efforts to minimize interviewer/ 
interviewee interaction influencing the inquiry experience. The awareness 
of these methods and concepts were used to assure that the humanity of 
all those involved has been respected. 
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Personal Interests 
Lincoln and Guba (1981) recommend that a study’s documentation 
include a section on “researcher reactions and changes” as an elaboration 
of how they have changed (p. 140). This section also articulates the 
interests that are most present in the beginning stages of research. I 
remain interested in schools that profess a desire to be more inclusive and 
responsive to all students. Upon entering the doctoral program as a 
performing artist, who also had extensive experience as an educator, 
bureaucrat, and cultural worker, I hoped my research could support the 
artistic and cultural integrity of artists of color as a resource to schools. 
As an artist I know the struggle to find and express our own voice, the 
expectation of self-reflection, to risk exploring the full scope of our 
expressive instruments and what is at stake to have our audience find 
something of themselves through our work. In focusing on Black 
educators, I hoped to assert and support their professional and cultural 
integrity. I wanted to provide a medium for their expressive voice, to 
recognize what is at stake for them, to understand what they risk, to reveal 
and illuminate their creative impulses and see what of me and the reader 
can be found in their work as teachers and learners. 
As an artist and educator I see myself as an advocate for social 
justice, cultural diversity and educational equity. The implications of that 
self-image are twofold. First it means I have an obligation to interrogate 
the multiple frames of my own identity and be responsible to family who 
went before me. I am most conscious that I came from a line of southern 
Black middle class professionals, entrepreneurs, educators, activists and 
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people who believed in public service. By one elder I was directed to 
remember the fact that “all our people were not slaves.” In other kin I 
was aware of a conspicuous silence about the lives of family members. I 
am less conscious that I came from working class and poor folks, porters 
and people who left this life undone; people who placed great value on 
personal responsibility and self-reliance. From both sides I came from 
folks with racial pride and a painful consciousness of the color line, across 
the veil and among our own. People could have easily “passed for White” 
and some did, while others did not. These were people who risked their 
lives for racial justice and believed in education as the way to better one’s 
life and, for three generations of women, as a vocational calling. 
From all of this I know I am not alone and continue to trip over 
questions about the meaning of race, color, class and gender in past and 
present lives and in mine. Consciousness of my background undergirds a 
belief that these questions are shared by other Black people who have 
professional lives in respectable careers and who are constantly asked to 
check some part of themselves at the door to upward mobility. I think 
getting responses to these conscious and unconscious questions are part 
of what is at stake for Black educators to publicly discuss the meaning of 
race and racism. As staff developers and administrators ask African 
Americans to participate in diversity and anti-racism training, they need to 
know what wounds they may be opening to avoid further damage. They 
need to be acutely conscious of what is on the line and what is at stake. 
I have found during data collection a strong resonance between my 
experience and the participants’ experiences growing up and attempting to 
lead responsible professional lives. Awareness of that emotional resonance 
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places more responsibility on me during the process of data analysis. The 
resonance has come in recognizing parallel situations in my life, shared 
pain in the frequent assaults of unintended racist interactions, and the 
apprehension about trusting the overtures of White colleagues to be allies 
against educational inequalities. I have accepted that fact and have applied 
attention to the methodology outlined in this chapter. 
In the findings the reader will see that the Black educators in this 
study attended predominantly White schools and know what it is like to be 
one of a few racial minorities in educational and social settings. While the 
circumstances may have been different, years ago some attended these 
schools for similar reasons that the CHANCE students do today. That was 
the way, they too, thought they could get a good education. They share 
this experience with the Black students in the schools in which they now 
work. The shared experience allows for greater empathy and insight for 
what that experience is like for Black students today. 
Chapter Summary 
This chapter was designed to present the methodological 
considerations for the study. Opening with the overall approach to the 
study, it included discussion on participant selection, the setting, data 
collection and analysis. Researcher bias and personal interests was also 
acknowledged in considerations to maintain the integrity of research. 
What now follows is a chapter describing significant elements that will 
establish a context for the study. This background information will be 
followed by a review of the findings, conclusions, implications and 
suggestions for further inquiry. 
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CHAPTER IV 
CONTEXT OF THE STUDY 
Overview 
This chapter provides a context for the research setting and the 
findings. It describes the course background as a significant component 
of a larger seven school district initiative designed to address issues that 
impede the academic success of Black students in suburban schools. The 
structural implications and scope of this multi-district initiative will be 
included as background to the study. Information about the curricular 
framework, goals, instructional methods, and instructors’ roles and 
priorities will follow this overview of the systemic context. This chapter 
concludes with a description of the circumstances that motivated the 
participants to take the course and the researcher’s entry into the setting. 
Course Background: A Multi-District Program Strategy 
The course was intended to complement and serve the mission of 
the multi-district initiative. The sponsoring entity, designated in this study 
as Northern Northrop Initiative* (NNI), had the authority to plan, fund and 
implement training activity. NNI is composed of seven school district 
superintendents who meet to direct the efforts of this initiative. NNI was 
created in 1988 as an alliance of suburban communities sponsoring 
a pseudonym 
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CHANCE,* a voluntary busing program that transports city school children 
to participating suburban schools. As a sponsor of CHANCE, suburban 
districts receive funding from the state for staff, transportation and 
program support of participating students, most of whom are Black. After 
several years of deliberation among the seven district administrators and 
external educational consultants, NNI requested that two well known 
educators, Dr. Betty Travis and Dr. Gerald Cahill design and implement an 
extended course for their school staff during 1993-94 academic year. 
The course was designed to: 1) improve the academic achievement 
of Black students, 2) train staff to provide anti-racist education and 3) 
generate anti-racism staff development resources within their respective 
systems (Tatum & Bates, 1995). In the first class, the NNI representative 
also stated: “We hope you will bring back to your school communities: 
enthusiasm, a knowledge base and, a way to present this back that can 
make a difference in our classrooms” (Field Notes 10/28/93). 
The participating superintendents had a part-time staff member to 
facilitate agendas, coordinate multi-district follow-up, and serve as the 
contact to the course instructors and participants. NNI funding supported 
the instructors’ fees, curricular resources and related administrative costs 
of the course. A state-administered Goals 2000 grant funded follow-up 
training, research and evaluation of the course and specific school-based 
projects which evolved as a result of participation in the course. 
Proponents of the course looked to the NNI superintendents for 
leadership and expected them to make a commitment to providing direction 
* * a pseudonym 
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Proponents of the course looked to the NNI superintendents for 
leadership and expected them to make a commitment to providing direction 
on issues of Black students and other aspects of racial diversity in their 
schools. Recognizing these expectations NNI encouraged cross-district 
dialogue on issues of institutional commitment through workshops offered 
to their district administrators. NNI publicized its commitment to this 
work in a 1993 promotional announcement for one of several forums it 
sponsored during the school year. This flyer provides a good overview of 
the kinds of issues NNI hoped to address and the manner in which it 
presented its understanding of the concerns. The following specific 
questions were listed as topics for a November 1993 multi-district meeting 
facilitated by the two course instructors: 
1. How can administrators help to create the climate in their 
individual schools to support this initiative? 
2. What training do school leaders need to support the effort 
effectively? 
3. What resources do we need to implement the program (release 
time, facilitators, openings in system-wide and local school 
professional development schedules, a plan to recruit people for 
the second round of teacher training, funds, etc.)? In short, 
how do we prepare our buildings for this initiative? 
4. What specific recommendations would you offer for next steps 
for school leaders, both in the individual school and as an NNI 
group? (NNI, 1993) 
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The scope of this initiative had implications for all administrative 
personnel, teaching staff and CHANCE employees. Superintendents sent 
principals more explicit messages to implement programs that would 
increase African American academic achievement. This message, whether 
directly or indirectly stated, led some principals to enroll in the first course 
and those that followed. The budgetary clout and programmatic advocacy 
of NNI had the potential to encourage greater interest among all district 
personnel to support its goals. With this new structure, teachers and 
administrators could use the presence of NNI to leverage additional 
resources and support for their ideas and personal initiatives. 
Many individuals indicated that they wanted assurance that their 
post-course work in their schools to implement the course objectives 
would receive institutional support. These participants raised these 
concerns from the very beginning of the course, especially when they 
realized the homework demands, specifically papers and reading 
assignments, that were required in addition to the 54 hours of class time. 
Teachers had volunteered to be in the course and were making a large 
commitment of time and energy to participate. The literature review of 
this study has noted the cynicism teachers often feel about school change 
initiatives. These concerns were evidenced from the very beginning of 
this staff development experiment. 
During the course, participants reported wanting to know how 
much their principals would provide in tangible support, recognition and 
validation for teacher-initiated school activities. Specifically they asked 
about release time, budgets for resource materials, additional training, 
supports to seek external funds, and professional development credits. 
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Once they completed the course graduates could apply for additional 
training and part-time work as district or school anti-racism trainers to 
supplement their current positions. This information was given to 
participants on the first class day when one of the principals involved with 
the project told them: “for some of you, the next step is being a full 
fledged trainer. Others will be teachers who help trainers to do the work.” 
(Field Notes, 10/28/93) Securing one of these positions would increase 
desirable professional development credits and enhance teachers personnel 
records for future career development opportunities. The creation of a 
new level of internal staff development services was another agenda of the 
course and NNI objectives and a motivating force for many participants. 
NNI also worked with the System-wide Coordinating Committee 
(SCC), which consisted of the seven district CHANCE directors, 
principals and teachers. Members of this group reported having an interest 
in assessing the level of superintendents’ commitment. The CHANCE 
directors were a pivotal and long-standing voice articulating the concerns 
and issues of African American students and families in their schools. 
Families and students looked to them as their advocates in the system. 
CHANCE staff advocated for their students in each school and through the 
CHANCE Directors Association which supports district personnel and 
sponsors a highly regarded annual conference on diversity issues for 
teachers in CHANCE school districts. Communication through the 
CHANCE Directors Association created a mechanism for SCC 
representatives to coordinate SCC priorities with CHANCE staff. 
Based on observations and interviews, CHANCE staff represented 
themselves as being the persistent force lobbying for issues of racism to 
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be central in system-wide reform and staff development planning. 
CHANCE students represent the vast majority of African American 
students in all of the NNI districts so CHANCE staff, along with SCC 
representatives, were invested in the success of the course and the 
continuation of NNI. In conclusion, the structural relationships within 
NNI and the course goals carried several layers of significance to the 
various constituents within the school districts. 
Course Concepts: The Curriculum 
The curriculum and its conceptual design is another element framing 
the findings. The course curriculum had three main components: 
1. Anti-Racism-to become active anti-racists and build anti-racism 
in one’s teaching 
2. Paradigm Shift- to change one’s model of development from 
innate, fixed, unalterable intelligence to “Think you can, work 
hard, get smart.” 
3. Climate for Achievement-to build a classroom and school 
climate which encourages high achievement for all students, a 
climate of community, risk-taking, and ownership. (Tatum & 
Bates, 1995) 
To address these concepts, the curriculum format provided 14 
sessions focused on 11 topics (NNI, 1993). The course addressed each 
of the following topics: 
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• Course Introduction and Foundational Concepts 
• Stereotypes, Omissions and Distortions 
• Children, Race and Racism 
• Understanding Racial Identity Development (two sessions) 
• Anti-Racism and Action Planning: Multicultural Development in 
Schools 
• Confronting Our Beliefs that All Students Can Achieve to a High 
Level 
• How Anti-Racist Allies Communicate High Expectations 
• Life Liberating vs. Life Limiting Beliefs 
• Anti-Racism in Everyday Teaching: Convincing Students They 
Can Get Smart (two sessions) 
• Class Climate for High Achievement for All 
• Instructional Strategies for Anti-Racist Teaching 
• Managing Diversity with Powerful Teaching for All 
In addition to the instructors’ oral presentations, participants were 
given approximately 300 pages of readings and one text, The Education of 
a WASP (Stalvey, 1989). This text is the personal story of a White 
woman teacher who evolved professionally and personally to embrace an 
anti-racist philosophy and definition of herself. Assignments promoting 
self reflection were an important aspect of the pedagogical design. 
Specifically, they conducted a taped self-interview at the beginning and 
end of the course; and they wrote a series of reflection papers throughout 
the year. The instructors also assigned an organizational audit of each 
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participant’s school’s curriculum and climate. These approaches 
demonstrated the instructors’ use of self-generated knowledge as part of 
the curricular and pedagogical design. The instructors’ frequent rotation 
of large and small group activities fostered extensive dialogue among the 
participants, and often created a venue for them to discuss their particular 
school experiences. 
The instructors made significant use of videos to portray subject 
matter and their respective points of view. Dr. Travis used videos to 
present historic and contemporary perspectives on racism in society. 
These videos were very demanding emotionally. Participants said these 
videos often created dissonance that evoked deeply-held unconscious 
attitudes and beliefs about race. For example, after seeing “Ethnic 
Notions” people were put in small groups to talk about the impact of the 
media and observations of cultural racism. The comments they shared to 
the full group included several Black class members speaking of being 
moved to tears, and sharing personal encounters with negative 
stereotypical imagery and derogatory references about Black people. 
White class members spoke of feeling embarrassed at their, heretofore, 
fond childhood memories, such as enjoying Little Black Sambo stories. 
Another White person admitted being surprised when her family moved to 
Washington DC and seeing Black people “... dressed the same way she 
was...” and not like the Blacks in Shirley Temple movies (Field notes, 
Class #2, p.8-10, 11/4/93). Dr. Cahill used videos depicting vignettes of 
effective and ineffective classroom practices. These videos displayed 
situations that stimulated discussion on the particular concept or 
instructional practice he was introducing and reviewing. 
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In terms of classroom layout, colorful printed newsprint on the 
walls displayed agenda topics and ideas that related to the course’s 
conceptual themes. Dr. Cahill frequently referred to the wall displays. 
There was extensive use of newsprint on flip charts and overhead 
projectors to display and highlight key concepts during the instructors’ 
presentations. The layout of the classroom allowed participants to see and 
respond to each other as well as to the instructors. At the beginning of 
each class the individuals shared resources, new insights and events that 
had meaning for them. Snacks and coffee were provided during regular 
breaks at each session. The style and manner of the instructors also 
influenced the classroom climate. Both elicited positive participant 
comments regarding their command of their subject areas and clear 
presentation of information. 
The Instructors 
The instructors were recruited by NNI and SSC to design and teach 
the course because their combined expertise addressed important staff 
development issues. Dr. Travis brought an understanding of racism and 
its effects on African American families. In 1990, NNI and SSC members 
found her to be extremely effective in presenting issues of racism to 
largely White audiences who were known to have difficulty in 
acknowledging and addressing racism. Their specific comments on this 
quality in Dr. Travis’s style will be addressed in the findings. Dr. Cahill’s 
company had been providing teacher training services to many of the NNI 
systems for years. NNI saw his expertise as providing tangible tools and 
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methods for teachers to improve their classroom practices. Dr. Cahill had 
already been contracted to provide services to NNI when they decided to 
ask Dr. Travis to participate in staff development so they asked if the two 
would work together on this project. The instructors were left to their 
own devices in designing a cohesive curriculum for the course. 
The instructors came from distinctive personal and professional 
backgrounds. Dr. Cahill is executive director of a for-profit educational 
consulting company with a well regarded national reputation. He has 
published widely in the field of teacher and administrator in-service 
training. His company typically works with entire school districts, some 
of which now require all their new teachers to take his basic instructional 
methods courses. 
Dr. Cahill, son of a Catholic mother and a Jewish father, grew up in 
a predominantly White suburb outside of New York City. During his 
childhood, he remembered incidents of bias toward Jews and his father 
fostering an attitude of public service. His early career interests were 
shaped by experiences in Vietnam, where he became aware of the 
importance of nurturing confident youth at an early age. He became an 
elementary school teacher in New Jersey and Maine and later decided to 
get a doctorate in the 1960’s in early childhood education. After getting 
his doctorate he moved to a northeastern urban school district where he 
worked for four years serving largely Black and Latino students and their 
families. This setting, a progressive school with significant parent 
involvement, provided his initial exposure to the academic challenges 
encountered by Black and Latino students. This setting also allowed him 
to focus on the staff development issues of teachers. He went on to found 
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his consulting company which focuses on improved teacher/student 
interactions and classroom practices. His company now works with 
school systems and government agencies throughout the country. 
Dr. Travis, a college professor, has taught extensively on the 
psychology of racism in California and Massachusetts. Her published 
work focuses on Black families who lived in largely White communities. 
Her research evolved out of her interest in examining and understanding 
the circumstances in which she had grown up. She grew up in a small 
town in Southeastern Massachusetts; her family was one a small number 
of Blacks in that community. She is a product of parents who were both 
educators. Along with her work in higher education she has done 
extensive consulting for organizations wanting to address multicultural 
organizational issues. Through this work she has developed a strong 
collegial relationship with a White woman who is also professionally 
known for doing anti-racism work. Their partnership has given Dr. Travis 
extensive anti-racism consulting experience as a co-facilitator with a White 
colleague with all-White and multi-racial audiences. 
The instructors had their own vested interest in the success of the 
course and the larger initiative. Beyond carrying out a successful training 
experience, their individual goals were evidenced in interviews taken at the 
beginning and end of the course. Dr. Cahill encouraged discussions with 
the superintendents about viewing this course as an on-going training 
experience required of all new teachers. He stated during his interviews 
that he wanted to learn the information Dr. Travis provided on racism and 
incorporate it into a training package he could offer in other settings. He 
also stated that he expected Dr. Travis to incorporate his materials into her 
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training with school personnel. During the course, his enthusiasm and 
motivation for involvement, seeing this course perpetuated for NNI 
districts and other school districts, was stated to the class members. 
During her interviews, Dr. Travis indicated that she also wanted to 
see long-term results from this initiative. She was interested in supporting 
the research and evaluation of the experience. This priority was stressed 
when she asked me to become the course ethnographer. She was 
interested in determining what staff development with an anti-racism focus 
looked like and, “In what ways does this staff development process 
influence teacher attitudes and classroom practices?” (Field notes, 1993). 
Both instructors stated a desire to see over a period of time the course 
yield a cadre of school personnel prepared to carry out related staff 
training throughout the systems. The instructors’ priorities were shared 
informally on different occasions with participants, SSC and NNI 
representatives throughout the year. Their priorities, as well as those of 
the other constituents of the course and NNI, contribute to the social and 
political context framing the findings of this study. 
Participant Involvement: The Circumstances 
While both instructors had done presentations in the NNI districts, 
neither reported having much information on who was in the course or the 
circumstances that influenced their individual decisions to take part in this 
highly demanding staff development experiment. Neither reported 
knowing how each school system went about recruiting participants for 
the course although both had the impression that participants would be 
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individuals perceived to be disposed to the goals of the course. What 
follows is a summary of what the subjects in this study reported got them 
involved and what contact they had with the instructors prior to course. 
The Black participants reported that it was informally known that 
CHANCE staff in each district would be represented in the course. Course 
planners expressed an interest in having a significant presence of Black 
educators and other people of color. Three of the Black participants were 
involved in different stages of the course planning. Three others, working 
in student support positions, reported being encouraged to take the course 
by their administrative colleagues. They stated they were attracted by the 
focus on racism. Some indicated they had no previous formal academic 
experience with racism as a subject matter and were curious to see what 
was to be taught. These individuals either worked together, knew each 
other, or had met at CHANCE gatherings. 
Two classroom teachers were recruited during their first year 
teaching in their respective schools. One teacher had been in the same 
district for over 20 years and had been involved in system wide training 
about issues of African American academic achievement for several years 
and was very familiar with Dr. Cahill’s work. The other teacher had six 
years of teaching experience but was new to the area. Both teachers felt 
encouraged and supported by their schools to attend the course. One of 
the subjects characterized the other Black participants as “grassroots” 
types and saw them as willing to take risks to participate in an unknown 
and untried training project. 
All of the Black participants had some knowledge of the two 
instructors. Three of the administrators were familiar with the staff 
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development work of Dr. Cahill in their districts. The same three 
administrators had been introduced to Dr.Travis through her presentations 
and they became, from that initial contact strong supporters of her 
involvement and leadership in the course. Some of the other Black 
participants had heard very positive statements about the work of the 
African American instructor from other Black colleagues. These 
individuals were not familiar with Dr. Cahill. The two classroom teachers 
were taking one of the classes offered by Dr. Cahill’s consulting company 
during a period of time that overlapped the course. 
Of the 34 course participants, few came in knowing anyone other 
than those from their schools or districts. Based on 1995 course 
evaluation data, more than two-thirds of the participants worked in 
elementary and middle schools, most were women, and about half of them 
were between the ages of 40 and 49. About half had taken courses 
offered by Dr. Cahill or training addressing the improved academic 
achievement of African American students. Less than a fifth of the 
participants had any previous study on racism. They came to spend 54 
hours together over the academic year talking about racism and factors 
influencing student achievement. The first day of the course, the air was 
energized with anticipation and questions about what to expect. 
The Course: Setting 
The course took place in a sponsoring district’s high school. As course 
ethnographer, I arrived at the school at the same time as the participants 
were embarking on this professional development venture. 
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Field Notes: Day One of the Course 
October 28, 1993 
Driving into the Wellington High School (a pseudonym) parking 
lot in bright autumn morning light I find a parking space near 
the school building. It is 8:05 a.m. and the first class is to start 
at 8:30. Looking at the school from my car I see tall trees 
ablaze with vibrant hues of red and orange. I see yellow school 
buses, and students casually walking around the building. 
Some walk across the street to a large athletic field. A book 
bag lies on the grass along the sidewalk near the building. The 
bag in this setting reminds me of private school campuses I 
have visited where students’ belongings, jackets, shoes, books 
are left in hallways or on the grounds with the owner confident 
that the object will be there when the item is wanted again. As 
I walk closer to the building, I notice the architecture. The 
brick edifice is stately and designed with strong confident 
details. The simple, clean architectural design, the quality of 
the brick walls, the solid, unlocked, unchained doors, marbled 
stairways and tiled halls look like they were built in the thirties. 
It is a building that rests squarely in a residential neighborhood 
of single family homes on spacious lots nestled on quiet streets. 
The school is about three blocks off a main thoroughfare that 
winds through one of the wealthiest communities in the state. 
I walk in the building entrance to the second floor, turn left 
down the corridor to see students laughing, smiling, 
concentrating faces seen through the classroom doors. The 
hall is carpeted and provides slight cushion to the few students 
siting/lying in the hallways. There are a few flyers, posters 
and event announcements on the walls. Going by the teachers’ 
lounge I see cloth wall hangings made in some “third world” 
country. At the end of the hall I see the English Department 
walls covered with prints, posters, books and artifacts from 
India and Africa; a Kronos Quartet CD jacket cover 
distinguishes itself to me. 
I peep through the window of each door until I find the 
classroom assigned to our group. It is a double room that can 
be partitioned into two areas with two doorways and large 
windows along one wall. Chalkboards are in the front and back 
of the room. A podium, an overhead projector and instructional 
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materials indicate the front of the room. A table of pastries, 
juice, milk and urns of coffee are in the back on a long table. 
Most participants are standing near the food and drinking 
beverages. Chairs are situated in rows near the back. People 
are asked to sit in a circle and they bring a chair to take their 
place. On the wall there are several pieces of newsprint 
outlining the day’s agenda in bright, multicolored print with 
stick drawings. There is another newsprint with 3 inspirational 
sayings: “This is important”, “You can do it”, “I’m not going to 
give up on you” . 
I have walked in carrying several bags and feeling anxious to 
start. I ask one of the instructors how my role will be 
described. She says that for now I’ll be introduced as a 
doctoral student at U-Mass. The school administrators in the 
room are nervous about the implications of doing a research 
project on this course. I sit behind the circle, near the comer 
to the right of the instructors who are seated just left of center. 
I am behind several women who, as introductions take place, 
ask if I want to move into the circle. I smile and decline. 
Chapter Summary 
This chapter presented a contextual framework for understanding 
the findings. It includes a description of the organizational structure 
surrounding the course and the concerns of different constituencies 
involved in the project. It also describes major pedagogical strategies of 
the course. A description of the involvement of the participants and the 
interests of the instructors is also given to inform the data to be analyzed. 
Finally, the researcher’s first impressions of the setting introduce the next 
chapter which will present the findings. 
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CHAPTER V 
FINDINGS: INFLUENTIAL FACTORS, ASPIRATIONS, BARRIERS AND 
INCENTIVES 
Overview 
I observed the NNI course with the primary intention of finding out 
how African American educators, working in predominantly White school 
settings, perceive their experiences in an extended professional 
development course with an anti-racist educational conceptual framework 
and objectives. The specific research sub-questions include: 
1. How does racial identity influence African American educators’ 
professional development decisions? 
2. What do African Americans educators want from professional 
development experiences that address racism and racial 
diversity? 
3. What curricular, pedagogical, and climate features influence the 
nature of a professional development experience for African 
American educators? 
4. What do African American educators get out of such a course 
in terms of strategies to promote anti-racist education in 
predominantly White school communities? 
The participants’ responses to these four questions are addressed in 
separate sections of this chapter. The findings which emerged are 
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presented along with relevant testimonials from the participant interviews. 
These findings focus on the participants’ perceptions of their course 
experiences and whenever possible the participants’ own words will be 
presented to give voice to their perspectives. The outcomes, critique and 
overall assessment of the experience will be examined at the conclusion of 
this chapter beginning with a brief introduction about each participant and 
a discussion of relevant patterns and characteristics in the participants’ 
professional and personal lives. 
The Participants: An Introduction 
What does the reader need to know about the participants to 
understand their responses to this particular staff development experience? 
By their own admissions, the discussions about racism in the course 
content were deeply personal. Experiences with racism throughout their 
lives influenced their racial identity development. Data from the interviews 
provided information about specific circumstances that influenced the 
formation of their racial identities. These influences are grounded in their 
home lives and school experiences during their formative years and are 
briefly presented here to illuminate the diversity of life experiences among 
this group of African Americans educators. 
Ellis: Ellis is in his mid-twenties and has been a CHANCE 
specialist for a suburban school system for five years. He was 
raised in a large New England city and was a CHANCE student 
from first grade through high school graduation. All of his 
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siblings, two brothers and two sisters were CHANCE students. 
Bryant: Bryant is in his late forties and has been a CHANCE 
Director for more than a decade. He came into education from 
a career in business and an extended career in youth services in 
Boston. He is married to another suburban school 
administrator, has a son in private school and has lived in 
Boston for many years. 
Cornell: Cornell is in his mid-twenties and was raised in a 
suburb outside of Boston. He and his sisters attended school in 
the suburb in which they were raised. He has been working as 
a student development specialist in a suburban school district 
for three years. He came to this role after two years working 
with families in crisis for a suburban social services office. He 
continues to live in the same suburban community in which he 
grew up. 
Kelly: Kelly is in his mid forties and has been a physical 
education teacher in the same suburban school district for more 
than 20 years. After many years in an elementary school he 
moved to the middle school the year he took the course. He is 
married and is the father of a son who attends a suburban 
public school in the town in which he lives. 
Jessica: Jessica is in her late forties and has a masters in 
educational psychology. She has more than 20 years 
experience as an educator. During her career she has been a 
multicultural specialist, a CHANCE director and a principal in a 
suburban public school for five years. She is married, lives in 
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Boston and has a daughter in a CHANCE school district. 
Rosa: Rosa is in her sixties and has been working in a 
suburban school district for almost 25 years. She started her 
career in education as a music teacher. She has been a 
CHANCE director for 23 years. She is married and a mother of 
three grown children who all attended suburban schools in the 
same community where they lived. 
Angela: Angela is in her late forties and has twenty three 
years’ experience as a social worker. She has worked as a 
social worker for eight years in a CHANCE school district. She 
lives in a Black neighborhood in a small city adjacent to Boston. 
Wilma: Wilma is in her early forties and is a teacher in a 
suburban middle school. She has been there for three years 
after moving from the West coast where she taught in an urban 
setting with a linguistically and culturally diverse student 
population. She is married to another teacher in the same 
system and has a teenage daughter in school in the suburban 
community where they live. 
Each participant spoke of the high value their families placed on 
education. In fact, five of the eight participants had immediate family 
members who were educators. The significance of those values was 
evident in stories about their school experiences. I identified two 
significant characteristics about their lives as students: every participant 
reported having experienced racism and related feelings of isolation as a 
student; and, at some point in their educational experience, each participant 
had attended a predominantly White school. 
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The first finding that unexpectedly arose was the fact that they all 
attended predominantly White schools at one time during their academic 
careers. For most of them, the circumstances that dictated their choices 
to attend these schools stemmed from their desire to obtain what they felt 
to be the best education available at the time. This was true for all 
participants, whether they grew up in the South or in the North and 
regardless of their age. 
Three people -Rosa, Bryant and Wilma- grew up in the segregated 
South. Rosa attended all Black schools through college in Montgomery, 
Alabama where she graduated before the 1954 Supreme court ruling. Both 
her parents were educators, members of the NAACP and leaders in a local 
church. The laws of segregation dictated that she go to graduate school in 
the North because the Black colleges did not have the degree program she 
wanted. It was then she attended a prestigious, predominantly White 
school of music. 
Bryant and Wilma attended all-Black elementary schools during the 
waning years of legalized segregation. As a young adolescent, Bryant 
moved from a rural community in the mid-Atlantic area to a large New 
England city in order to obtain a better education. Before moving North, 
church provided important leadership opportunities and a relationship with 
the local doctor inspired aspirations of going into medicine. Wilma lived in 
the South through college and attended predominantly Black parochial 
schools from kindergarten through fifth grade. Following her family’s 
move to another city, she continued her parochial education an all White 
Catholic school from 6th through 12 grade because the local Black 
Catholic school was burned down by local townspeople. 
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These three people had strong recollections of living in a segregated 
society and having second-class citizenship as members of the Black 
community. Each had their memories of “colored only” signs, hand-me- 
down textbooks previously used and written on by White students, 
scornful looks from store clerks, and school buses filled with White 
children. At the same time, each of these individuals placed high value on 
the emotional, cultural and psychological strength they derived from 
growing up in contained and self-sufficient Black communities. 
Stories of their youth in schools and at home were filed with a sense 
of adventure about life, joyful friendships, and pride in their community. 
They all talked of strict and loving guidance from teachers who looked 
liked them and held very high social and academic expectations of them. 
Wilma, Bryant and Rosa were all reared by loving family members who 
placed high value on education and who stressed their capacity to be 
whomever they chose to be. 
Bryant and Wilma had clear and painful memories of experiences in 
high schools that were largely White. In Wilma’s case, she was the only 
Black student until her younger brother was old enough to enter the 
school. Bryant felt minimal support to sustain his aspirations for medicine 
and eventually abandoned that goal. He did receive tremendous support 
and encouragement from the one Black counselor in the school who 
mentored and encouraged him. He had come from a strong nurturing 
school in the South and had been encouraged as a student to be confident 
in his abilities in school. In New England that confidence was eroded over 
time and he found himself needing the support offered though after-school 
tutoring and summer enrichment programs. 
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Wilma remained a confident student in her predominantly White 
school. For the most part she felt she received similar messages of high 
expectations from the nuns in both her all-Black and predominantly White 
schools. But, as the only Black girl, she had tremendous self confidence 
issues. She didn’t have a social life like the White girls did and the Black 
friends in her neighborhood had different social circles. There was no one 
there to date and the girls who were friendly in school would not speak to 
her if they saw her out of school. Upon graduation she attended a nearby 
state college with a Black student population and began to rebuild her 
confidence through involvement with the Black student association. Both 
Wilma and Bryant were aware of the national civil rights movement. For 
Wilma, when there was a major march or protest she would support it at 
home but hid her feelings about it at school. For Bryant, the Black 
Panthers were an attraction and an inspiration for doing important work 
from within the Black community. 
Rosa’s experience in predominantly White schools came later in life 
as a graduate student at Manhattan School of Music. There she stayed 
focused on her studies and spent time with the other Black students and 
lived in Harlem during the waning period of its renaissance. Her life was 
embedded in the Black community in New York as it had been in Alabama. 
It was later as an army officer’s wife in Europe that she reported the 
beginnings of direct and negative encounters with White military 
personnel, most of whom were also from the south. 
For those who grew up in the North, school choices were not 
dictated by segregation. Kelly grew up in a predominantly Black 
neighborhood in a Northern city in the late 1950’s. He had very fond 
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memories of riding the school bus with his mother and lunch time with his 
father talking about school or reading the papers together. In his 
elementary school, he didn’t remember any White students, though most 
of his teachers were White. When asked about his experiences with 
Black teachers, Kelly remembered the two Black teachers he did have as 
having very high standards and telling him he had to be twice as good to 
get ahead. At home he got a related message. It was heard in his father’s 
constant admonition: “Make yourself desirable so that people will want to 
have you around.” Kelly includes his parents as his teachers. 
After 4th grade Kelly did not have any more Black teachers in school 
until college. At home and at school, high expectations of performance 
were the standards he came to hold for himself. In fourth grade, he was 
tested and placed in an advanced class and it was there he remembered 
having one Wliite girl in the class. His sixth grade placement was also 
determined by his academic achievement and that meant going to a junior 
high several bus transfers away in a Jewish neighborhood. But there was 
violence in that community because of their resistance to the newly 
instituted busing of students. Because of this he was transferred to 
another school that had some other Black students. But as he progressed 
in the higher tracked classes he had less contact with other Blacks. He 
spoke of experiencing the social isolation in middle school and the distance 
his academic accomplishments seemed to insinuate between himself and 
other Black peers. He also received strong messages at home about being 
the best student he could be. Contact with other Black students was 
available to him through his eight year involvement in a Boys Choir at a 
local Episcopal church. 
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The stories of Jessica and Angela tell the tale shared by many in 
Black communities. They each grew up in a the Boston neighborhood 
during the 50’s and 60’s when it was still a racially mixed community. 
Jessica ‘s father was from the South. It was during family visits to her 
grandmother in the South were she would occasionally hear the stories of 
segregation and racial prejudice as it happened in the South. But that was 
different from her home life and it felt very removed from the life she 
knew. She did know that “White people were prejudiced” but they had 
little to do with her life. Her mother’s family included educators who had 
lived for several generations in Cambridge. She had remembered handing 
out programs at the early Martin Luther King breakfast and the importance 
of knowing the contributions of Black people to the larger society. She 
saw Black people throughout her community as being capable of doing 
anything they wanted. She saw herself as a “safe and very happy child”. 
Jessica and Angela both talked about watching their neighborhood 
change over time from being a safe and happy place to one that was more 
impoverished and volatile. Jessica talked about Latinos, Muslims and West 
Indians in her neighborhood and deciding with her Chinese girlfriend from 
elementary school that they wanted to go to the same high school together. 
Jessica’s school experiences were influenced by choosing to attend a 
Catholic girls high school in a predominantly White community. 
Confronting negative perceptions of racial differences from other students 
she did not assert the sense of Black awareness that had been cultivated at 
home. She was a good student, viewed herself as a ’’book girl”, and was 
aware of living a school life different than the one in her neighborhood. 
She enjoyed a full and multi-faceted Black social life in her home 
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community and along the way became aware of a strong desire to be a 
teacher. Her political and racial consciousness was stimulated again as a 
college student in the 60’s through active involvement in a small but 
aggressive Black student organization. 
Angela’s elementary and junior high schools were about “50/50” 
Black and White. She was the youngest member in a large family reared 
by her mother who was widowed when Angela was a toddler. She talked 
of never liking school very much or having many teachers who seemed to 
really care. She attended the exam school for girls for awhile, but not 
liking the pressure transferred to another school. Other than a short time 
in dance classes, she only had one Black teacher throughout her school 
career. She was very involved in youth groups and the girl scouts at her 
church and that sparked an interest in working with children. Angela 
attributed her racial consciousness as being provoked from the isolation 
she experienced during her freshman year in a college in Ohio. She later 
transferred to a large state school closer to home. During the 60’s she 
was very involved with the small but vocal Black student organization and 
voiced the national call for civil rights and social justice. 
Ellis was the only participant in this study who as a student 
participated in the CHANCE program. Even though he grew up in a 
predominantly Black city community, he and his 4 siblings all attended 
school in suburban communities. He expressed strong feelings of 
responsibility to bring honor to his family and be a model CHANCE 
student. He spoke of the continuous split he felt between his two worlds 
of home and school. “Why am I here?” and “Why can’t I go to school 
back [home]?” were questions he repeatedly asked himself and his mother 
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during the difficult transition periods in his suburban middle school. His 
athletic ability was a source of strength and gave him confidence 
throughout his student life and also gave him a way of staying connected 
with Black people in his home community where he played on a football 
team. When he graduated from high school, he went on to study 
psychology. After graduation he became a CHANCE specialist in a 
suburban school district. 
Cornell was raised in a predominantly white suburb of a New 
England major city. His family was one of a few Black families in their 
neighborhood, with another Black family living next door. His family 
referred to the two houses as the “Black section of the town.” He and his 
two sisters attended suburban schools and had a self described “normal” 
life growing up, going to church, playing sports and taking family summer 
vacations to visit his parents’ relatives in Chicago and Arkansas. The 
church provided a critical social outlet with other Black kids living in 
similar circumstances and his social life for the most part revolved around 
the church youth activities. Because of the parents’ work situations, they 
could go away the entire summer to visit relatives who lived in all-Black 
communities. 
It was these trips that he felt gave him a grounding and awareness 
of being different and isolated during the school year. An African 
American literature course in sophomore year in college began to open up 
his consciousness of his racial identity and surfaced a series of questions 
about where he fit, as a “black man in the larger society.” After 
graduation and two years working with families in crisis for the state 
social service agency, he took a job in student support in an affluent 
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suburban high school. For some of the time in this position, he was the 
only Black staff member other than the CHANCE specialist. 
These portraits reveal the sources of the African American 
educators attitudes about the influence on Blacks and Whites of racism in 
all-Black communities and in White settings. Their home, community and 
school experiences provide a backdrop from which to gain insight into the 
factors that influenced these participants’ professional lives. Because they 
all had prior knowledge about predominantly White schools, it is presumed 
that they had a more intimate knowledge of the culture of schools in which 
they chose to work. It is also apparent that these early encounters with 
racism in predominantly White school settings provide some information 
about the circumstances influencing the development of their racial 
identities. An in-depth study of racial identity formation is not the purpose 
of this study. However, this background information provides insight 
about their racial identity that may have influenced their professional 
choices and experiences in this professional development course. 
Question #1: How Does Racial Identity Influence African American 
Educators’ Professional Development Decisions? 
This question elicited information about the course and the 
participants’ self analysis in relationship to racial identity development 
theory. Racial identity theory represents a developmental progression of 
attitudes and beliefs about racial identity and the ways in which one refers 
to one’s racial group. Racial identity development theory poses stages for 
both Black and White people and assumes a sociopolitical posture on the 
desirability to reduce the personal and social costs of racism. 
116 
During course observations, I saw a range of responses that 
triggered personal reflection on each individual’s level of awareness about 
their Black consciousness. It was clear that the theory’s stages did not 
evolve in a strictly linear progression nor that all Black people went though 
this developmental process in the same way. A person’s social 
circumstances had great influence on the ways in which they perceived 
themselves as racial beings. 
I was being introduced to racial identity theory at the same time as 
most of the course participants and became very intrigued with its 
application to Black educators. I did not feel compelled to place people in 
a specific stage of awareness, i.e., she must be in “Immersion”, or he is in 
“Internalization”, etc. However, I did speculate on their stated attitudes 
and observable behaviors and responses. I found the information 
personally compelling and saw similar engagement in the Black 
participants. 
I came to see racial identity development theory as a series of 
spiraling circles, like the “slinky” toy, that could loop back upon itself. 
This capacity to loop back on attitudes and beliefs with new perspectives 
can assist an individual’s capacity to build upon previous circumstances to 
spawn new insights. Those new insights could then be fodder for 
revisiting recollections of past situations to see them in a new light. 
Observing the responses of Black educators and their White counterparts 
reinforced my impulse to not see these stages in a static fashion. During 
the interviews I heard a person use a “spiral staircase” as an image of how 
he used this theory. I heard others revisit previous situations and 
relationships they experienced and talk about them with new insights about 
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their behavior and the actions of others. The data supported the viability 
of racial identity theory to facilitate greater recognition of attitudes and 
behaviors as part of a continuum. 
The theory provided a framework from which to analyze daily 
interactions among people of the same race, i.e. Black/Black or 
White/White, and people of different races, i.e. Black/White. Personally, I 
found the theory to be a very useful device to reflect on self and 
interactions with others. During the participant interviews I found a 
similar reaction. All of the participants indicated that they found this 
particular facet of the curriculum to be very compelling and useful for 
personal reflection and for working with their students and colleagues. 
I now recognize that the first research question, “How does racial 
identity influence African American educators’ professional development 
decisions?” changed during the study. My insight into this question 
evolved and focused on the attitudes and behaviors which surfaced 
through the participants’ course involvement. The question has now come 
to mean: 
“How does a participant’s racial identity affect their participation 
in this course, their interactions with the curriculum, other 
participants and the instructors?” 
In keeping with a focus on the course, I have reshaped the question. The 
participant interviews revealed that they were able to apply the framework 
of racial identity in two areas: 1) professional and personal applications 
and, 2) perceptions of course dynamics. 
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Professional and Personal Application 
All of the participants had very positive responses to the presentation 
of racial identity development theory in the curriculum. They indicated 
that they appreciated its prominence in the curriculum. Some participants, 
having heard presentations of the theory by Dr. Travis, saw its inclusion 
as a major reason for their decision to participate in the course. Those 
who had not been introduced to racial identity theory responded positively 
to this new information because it had professional and personal 
application. Most participants said hearing the theory validated their life 
experiences. It gave them information that could help them work better in 
inter- and intra-racial settings with students and colleagues. 
Angela: Why am I going through this? It [is] a learning 
experience in terms of the theories of racial development and 
identity. The way [Dr. Travis] put them together was really 
good. I think [I] knew it, but to put a theory behind it was a 
different story. I don’t think it was new information, but in the 
context of racism ...it [was] presented in a different light. 
Ellis talked about his desire to work with his students and help them 
to learn about other significant concepts they needed in order to 
understand the stages of racial identity development. He said he wanted to 
challenge students’ definitions about some of the concepts and ideas that 
they were using such as “institutional racism.” He also wanted to raise 
questions with them about “What is privilege and do you have it?” For 
Kelly, it was equally important to be able to use this newly acquired 
information in discussions with colleagues, whether or not he used the 
relevant terminology. 
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Kelly: .. .in some cases talking with the language of RID really 
means being specific ... other times finding ways to talk with 
colleagues without using those words [the terminology] but 
understanding them. In some way it”s probably a one way 
street because I know where they’re coming from, but they 
might not know where I’m coming from cause we’re on 
different levels. ...They might see themselves understanding it 
but I know that they really don’t because we are both in our 
own understanding of our identity. 
Kelly also indicated that his knowledge of the developmental stages 
for Blacks and Whites gave him a way of maintaining better control in 
social settings. It gave him insight into his instinctive responses at that 
moment, which then allowed him to decide how far he wanted to take a 
conversation with someone else. Kelly described a common scenario in 
which he speculated where the conversation might go. 
Being on that spiral staircase of identity development there are 
times when I want to talk about it and other times where I 
won’t talk about it. I’ll give a one sentence answer and that’s 
the end of the conversation. You know it’s pretty much like 
something that has happened pretty much throughout my career 
and it happens up to this day. People will start a conversation 
with me about: “Did you see that Red Sox game?” or “What did 
you think about the Celtics?” Something that has to do with 
sports and I might do one of three things. I might pick up the 
conversation and talk about it, I might give a one sentence 
comment and then that’s the end of the conversation or I might 
try to turn the conversation around completely in the opposite 
direction. This hasn’t happened yet but this is the type of thing 
I might try to say “Yeah I did hear about that but, what did you 
think about the standards for athletes” Now the ball’s back in 
[their] court. “Now what do you think?” 
The example above shows how he would determine what role he 
would take in an interaction and what responsibility he would want the 
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other party to assume. While he wanted to be a resource and supportive 
colleague, he would not allow himself to be on-call for White colleagues on 
their schedule. For him it was a useful way of pacing himself during the 
school day to the various demands made of him by colleagues. 
Bryant spoke directly about the significance of knowing the stages 
of development in regards to perceptions of other Black people. 
It’s important for White folks to see that we are not all alike and 
that there are different levels of tolerance with some [Black 
people]and not with others. And even as we look back at the 
stages of development, we’re not, even though you might be the 
same age, we’re not all in the same stage of development. And 
to be able to see and live those stages of development even at a 
late [age]. I think in the group we had a cadre of all those 
stages. Some may not have said that, but you could clearly see 
what [was] there. And for me that was an education for 
myself. Even if the White folks didn’t pick it up or know it. 
You sort of pick up. Where’s[this person] coming from? And, 
as opposed to saying well this person’s not [there yet] being 
able to realize it and have an appreciation of it. .. .[I] didn’t get 
...the way [I] used to be, at times alienating your own. 
You[get] a better sense of [the person] maybe out of it, but 
that’s allright because they [have] not moved into the stage of 
development and maybe because of his environment or situation. 
I found this to be a candid revelation about intra-group dynamics. 
His comment reinforced my observations during the course about people 
being at various stages of development. It also strengthened my belief 
about the potential benefits of this theory to support needed 
communication among Black people. It is not clear from my interviews if 
other participants came to this realization. One participant expressed 
frustration that was not assuaged by the theory when she said: “I don’t 
know how anybody of color could not recognize racism...” (Field notes, 
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1995, p. 8). Three others spoke of Black colleagues in their schools who 
acted like they did not know they were Black. These responses suggest 
the challenge for Black people, especially for those who recognize the 
socio-political context of their lives, to have more empathetic dialogue with 
other Blacks who are not at the same level. 
Many participants commented on the benefits they derived from 
learning about racial identity. This knowledge gave them a device to revisit 
early circumstances in their lives and to expand upon their interpretation of 
the situations. For some participants this was a powerful new learning 
that helped them make sense of their own actions in the past and the 
responses of other people and family members. It also served as a device 
that helped some participants gain new insight into their own children. 
Most participants had children who, at some point in their academic 
careers, were enrolled in predominantly White schools. These participants 
indicated that they found racial identity theory especially helpful in 
understanding what their own children were experiencing in their schools. 
A participant recalled conversations with her mother who taught in 
the same high school she attended. This was a school in the South, in the 
1960’s, that had just started to accept Blacks. 
Wilma: ... It was very difficult for her to watch me go through 
this. In fact we’ve talked about it, because my daughter is now 
in a [predominantly White] school. I’m starting to see things 
that she’s not ready to see yet and my mom says, “My God, 
can you think how I felt? I saw you going through the same 
thing and it made me sick to my stomach. You know you 
wanted to intervene and here I was teaching these kids and they 
were treating you like that and gosh, I felt like killing them and 
here I had to be nice to [them].” Now I’m having these 
conversations [with my mother] because now I have a daughter 
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who is going through similar circumstances but with more 
support for her. ...She’s not really ready to admit[it]yet so it’s 
a conversation that’s going along because I’m starting to go 
through what [my mother] went through. I said [to her] it was 
so much easier going through it myself than [it is] watching her 
go through it now. 
Wilma has begun to recognize and apply in her personal life what she has 
learned from several sources. She knows she can build on their shared 
experiences and be more supportive to her daughter. 
Another participant, Jessica, spoke about her daughter’s struggles 
with being smart and African American. 
Jessica: ... I talk to my daughter who contends with the issues 
of being smart in school. And she really had a hard time of it 
about seventh grade because it was like she really wanted to 
identify as an African American person and she said “I can’t 
keep answering questions in class.” The kids say “why do you 
keep raising your hands? Why do you always have to say 
something when the teacher talks?” And I’d say “you can be 
Black and you can do that.” I didn’t have to contend with that. 
I could be a smart student. I think smartness was valued. 
In both of these cases, the participants drew upon their positive and 
negative experiences as students in predominantly White schools. They 
recognized the difficulty of their daughters’ encounters with racist 
attitudes and their struggles to define their Black identity beyond negative 
stereotypes. The ability to recognize these behaviors was reinforced in the 
curriculum on racial identity. In both cases the mothers spoke of the 
ways in which they try to affirm the positive aspects of the Blackness. 
During my six interviews with participants in their homes I noticed they all 
had immediately visible images and symbols of Black life and culture. 
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Another personal consequence of being exposed to racial identity 
theory in the course was that it elicited, for some participants, disquieting 
feelings from recollected encounters with racism. During the course one 
person said “Didn’t we go through this before in the sixties?” This 
comment stood out at the time as an indicator of what was being dredged 
up by the course experience. In asking this question the person implied 
“Why do we have to do this again?” Having to confront indicators of the 
lack of progress and retrenchment from previous accomplishments for 
some of the participants who lived through the civil rights movement was 
very painful. It was at that time that I recognized the weight of frustration 
felt by some Black people in the course. The questions that came up in the 
interviews were “Why am I going through this?” and “What is in it for 
me?” 
Angela: [It’s] sort of like when you are forced to go through all 
things that happened in the 60’s. It was like” they don’t get” all 
over again. And I felt somewhat, I should say anger, you know 
that I felt in the 60’s because they don’t get it. They have no 
sense of where Black people have come from and the kinds of 
everyday assaults that we have to work with and also the kind 
of schizophrenic existence that we have to live with by learning 
to walk in both roles, you know, the White world and our 
world. Needless to say the course was draining at times 
because it just took me back to the 60’s, you know with these 
liberal White people, who wanted to know “how can we help?” 
and “how can we do all of these things?” And I’m not saying 
that they weren’t sincere, but it’s just that I’ve got to go back 
into the museum and dredge up this stuff, you know, all over 
again and things really haven’t changed that much. Here we are 
in the 90’s and we’re still talking about race and racism. You’re 
talking about things that MLK talked about in the 60’s, [and] it 
really hasn’t changed that much, you know. 
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The feelings expressed in the statement above were not held by one 
person alone. They were shared by many of the participants old enough to 
have lived through the 60’s and who knew the hopes and dreams of Black 
people at that time. They have seen the retrenchment and backlash to the 
gains that were made. Talking about racism in a substantive way can 
recall feelings and memories that Bryant said “had been sugar coated” so 
he could keep moving forward. 
Bryant: ...you force me into the crap, you know because you 
tend to think about only the fun things...[but] when you’re 
really forced to look at racism and race it brings back some of 
the things that are still there and that over the years you [had] 
sugar coated them and made them seem like they really weren’t 
so bad. And once you get to think about those things, and think 
about them within a theoretical context, it begins to make you 
think and say, maybe it wasn’t my fault and maybe it wasn’t 
just me, and that this was a systems issue. 
For some participants the process of “sugar coating” incidents 
served to avoid the build-up of pressure. Some of the participants 
expressed an awareness of “sugar coating” things as a survival strategy. 
Another talked about coming through the course with a greater awareness 
of the nature and complexity of the problem of racism. He also talked 
about what it was like to be overwhelmed because of his growing 
awareness of the insidiousness of racism. 
Kelly: There were many times over the past couple of months 
where I was like really, not overwhelmed by the work, but 
overwhelmed by the task and the issues of race and racism. 
I’ve tried to tell myself “this is not going to change.” You 
know, it’s only going to get deeper and deeper and you’re going 
to be more prepared for it as you go on. If you, [this is ] me 
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talking to me, if you don’t feel like you want to say anything 
then just don’t say anything. And be careful about what you 
say. So I’m going through my own kind of pressure cooker 
over the past couple of months. It is not something that is 
keeping me from moving forward, it’s something I’ve just 
become more conscious of and more aware of. 
More details on their perceptions to course content, beyond the 
direct implications to racial identity theory, are elaborated in question 
number three which examines the participants’ responses to curriculum, 
pedagogy and climate. Because of the personal nature of the content to 
the participants, it is important to consider the ways in which they saw 
personal application of the concepts on identity and race. 
Perceptions of Course Dynamics 
Some participants reported that their growing awareness of the 
stages of racial identity development was applicable to analyzing situations 
that came up in the course. Specifically, they applied their knowledge of 
racial identity development to observations of White course participants. 
An example was in the responses of several participants to one White 
participant who spoke up frequently and was viewed by a number of 
participants as taking up an excessive amount of class time. One of the 
participants brought up his responses to this person as an example of how 
he reconsidered his initial impatience. He began to acknowledge the 
importance of her growing process of coming to grips with her own racial 
identity. From that vantage point, he found himself being more 
appreciative of her efforts so it was easier for him to be patient. 
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Participants talked about feeling the responsibility to teach Whites 
about what being Black means. Kelly believed they were not alone when 
he acknowledged a collective belief that “We got tired of teaching White 
people. ...and I can only teach so much and I think it’s about time that 
you can learn from an ally. I’m using the word [“ally”] now because it’s 
something that I know you know what it means.” The instructors had 
established a vernacular that included the term “ally” and “White ally” to be 
used in the course. A participant spoke of experiencing relief that he could 
expect certain ideas to be discussed with a shared understanding. This 
understanding made it easier for him to support the instruction of White 
colleagues. Many of the participants felt that their presence was needed to 
help teach the White colleagues about their Black experiences. Four people 
expressed a strong sense of commitment to see the course succeed and 
have the White participants “get it.” It is also striking that several people 
commented on the sincerity they saw in many of their White colleagues 
and on how encouraging it made them feel to see their growth during the 
course. Bryant noted: “... I think with the whole group ...a lot of learning 
..went on, and.. I think some of the White folks took risks.“ The theory 
of racial identity development reinforced the ability to recognize growth in 
self and in others on a continuum. 
Another dynamic that influenced Black participants in the course 
was the assumption that teaching this group about race and racism was 
“like preaching to the choir.” This reference came from one of the 
instructors and was also implied by some of the administrators at the 
beginning of the course. This reference was applied to all the participants 
as though they were all basically at the same starting place and were 
127 
already committed to the struggle to make schools anti-racist. All the 
participants stated directly or indirectly that they did not share this 
assumption about the people in this course. Some participants referred to 
their White colleagues as the choir, but with some qualifications about their 
ability to sing in tune. Bryant observed: “ Yeah,... we said we had the 
choir in the beginning. I’m not to sure in some cases if we had the choir 
as far as the White folks in the beginning.” A few participants cited 
specific class discussions that raised questions about White people’s 
commitment to be anti-racist. 
A final factor I found to be influential in each participant’s course 
experience was their awareness and attitudes about their district and 
school commitment to the overarching goals of the course. One very 
significant indicator of organizational commitment among Blacks is 
success in recruiting and retaining Black educators. If the presence of 
Black educators does not increase over time although promises to do so 
have been professed, cynicism often occurs and increases over time. This 
was the case for many of the participants who had been in the same 
district for years or had been in other settings as one of a few. Several 
participants talked about the accumulated frustration of not seeing any 
increase in Black educators. They told stories of subtle and blatant 
insensitivity to Black staff already in their schools. They recalled the 
promises made yearly by individual administrators. 
Wilma: So I asked the principal, I said “with all these Black 
kids graduating from college, it’s hard for me to believe that 
there aren’t any qualified Black educators coming out.” And he 
said, “we’ve tried and da de da de da, and I just can’t find them 
da de da de da”. 
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Ellis: Why isn’t there any more Black teachers? Those are the 
questions that we want answered. And [we hear] “Oh we’re 
actively] recruiting.” Don’t give me the political piece to it. 
Who’s recruiting? What’s going on? Who’s interviewing these 
people? You talk to us about how active [this district] is to 
recruit us as Black people and I say what about Latinos? 
Asians? How come? You can’t tell me they don’t want to drive 
[to the suburbs]. 
Angela: So where is the wall? Where is the outreach? Where 
is the commitment to really look for people who don’t look like 
you? You call up a friend and you say: “hey, look do you know 
any good African American teachers, do you know any good 
Asian teachers?” I don’t know, but I feel like I’m not going to 
invest myself a whole lot more in issues of diversity and 
multiculturalism if these attitudes continue to exist. You know, 
I’ll be there and I’ll be part of it, but I’m not going to extend 
myself. If the school system doesn’t feel like they really, really 
want to make the commitment. 
Without this commitment, Black educators will see the staff development 
“experiments” in the larger context of inconsistent and ambiguous district 
and school-based commitment. 
Question #2: What Do African American Educators Want From 
Professional Development Experiences That Address Racism and Racial 
Diversity? 
Through this question I will examine the participants’ goals, 
expectations, motivations and assumptions about the course. Their 
responses included speculations on what they would encounter during this 
professional development experience. Responses to this question also 
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revealed participant motivations to take the course along with assumptions 
on their roles as African Americans in predominantly White suburban 
schools. This section will report on significant themes found among the 
participants. Determination of significance is based on the majority of 
participants stating similar responses and the emphasis each participant 
placed on the response. 
Goals 
Participants identified three types of goals that they wanted to see 
realized as a result of the course. The participants had specific goals about 
what they wanted for their White colleagues, students, and school 
systems. They believed that the realization of these goals would enhance 
the quality of their professional experiences. They also saw a relationship 
between achieving these goals and reasons why they were in the field of 
education. They unanimously wanted to see their White colleagues 
achieve greater confidence and competence to address racism in the 
classroom and on a school-wide basis. 
Goals For Colleagues 
Participants articulated clear goals for their White colleagues that 
included and increased their capacity to address racism and White 
privilege. The participants saw the ability for Whites to address racism 
and recognize their own racial privilege as being mutually dependent. 
Jessica asserted:” ...[They’re] going to have to deal with racism. Issues 
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of racism are at the heart.” This belief was related to the participants’ 
awareness that few of the Whites they encountered recognized White 
privilege. Yet, for the Black participants, White privilege was painfully 
obvious. Angela pondered:... “I don’t see how they can’t get it. Are they 
from another planet?” Many participants said that they believed Whites 
could not address racism without recognizing their own racial privilege. 
Kelly: When I hear my principal say to me “you know we’ve 
got a really racist school and we’re not going to go anywhere 
until White people in here begin to understand their own 
privilege and that this [racism] is not going to get any better until 
that happens.” You know when I hear things like that, I know 
I’m in the right place. 
As an outcome of their course participation, African American 
participants wanted to increase their skills to work more effectively with 
their colleagues. Most of them had many experiences with White 
colleagues resisting or avoiding discussions about racism or issues of race 
in their own classroom interactions. The assumptions segment of this 
section will examine some of the specific patterns of resistance to talk 
about racism. Because of this resistance, the participants wanted an 
explicit focus that promoted anti-racist attitudes, beliefs and behaviors. 
The participants had various opinions on how they wanted Whites to 
address racism. Kelly felt it was important to have conversations that 
focused on instructional strategies that led colleagues to recognize the 
implications of racism. From previous staff development, he had 
developed strong beliefs about the need for a paradigm shift in 
conceptualizing intelligence. He was familiar with the work of both 
instructors and wanted to make connections between Dr. Cahill’s work 
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and the racial identity development work of Dr. Travis. His goal was to 
mesh the two theoretical frameworks and refine his own professional 
interests in addressing racism and issues of Black student achievement. 
Kelly: So when you talk about race and you can connect it to 
Cahill and you can use Cahill’s words you can show a 
connection between that and racial identity and how racism fits 
in with all that, they start to listen. ...I found success because it 
allowed White teachers an opportunity to indirectly talk about 
racism without directly talking about it. 
Another participant had similar outcomes in mind but was less focused on 
using a particular instructional approach. 
Angela: [I want] to help them deal more effectively in the 
classroom. [I want them to say] “I hadn’t thought about that, 
when you walk in my room I have pictures of little White kids, 
but I don’t have pictures of [Black kids], or the little Black kids’ 
pictures are behind in the comer near the cubbies.” Or raise the 
level of consciousness so the next time they pick up a book to 
buy for their classroom, to look for a book that has children of 
color in it, or people of color who are parents. The next time 
you plan a field trip raise your professionalism and broaden that 
world. 
Other participants did not talk about specific strategies to support 
Whites awareness of anti-racist classroom techniques. Rosa and Kevin 
felt it was important for their colleagues to take more initiative about their 
learning process. They saw the course as providing a rationale, tools and 
methods for better self-awareness. This recognition can only come when 
the individual takes greater responsibility for their own learning process. 
Rosa: Well, I wanted people to leave the course with a greater 
awareness of themselves, where they were, and how they were 
relating to Black students. Also my expectation was that this 
attitude would enable them to consciously begin to shed some of 
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their attitudes, negative attitudes. I hope[d] it would play itself 
out in the daily teaching and communication with students. 
Achieving greater appreciation of cross-cultural differences would 
also help the quality of communication and interaction between Black and 
White colleagues. The following comments represent the challenges of 
being the only Black presence in a largely White school. 
Ellis: If you notice me, then notice me for my uniqueness. 
Don’t notice me for the negative things. Look at it as something 
you can learn from. ...Give it a chance. As Black people we 
always have to be the ones to change. You know you’re always 
hearing, ‘you need to change what you’re doing because it 
doesn’t fit with the philosophy’. And [I’m] saying: ‘Well, this 
is me!’ I want to be [Ellis] African American, male, father, 
brother, son, [and] CHANCE specialist. Whatever it is, I want 
to be me. I don’t want to have to check myself when I walk 
through the door. .. .1 don’t believe White people have to do 
that. See that’s the key, why do I have to do it and everybody 
else doesn’t have to do it? 
Angela: .. .to help them understand why we sit together all over 
town. [Or that we] might even be walking down the hall and 
speak to somebody and, you don’t know them. [They 
ask]’Why [do] they speak to you, the kids over there?’ It’s not 
like people can walk past one another all the time and don’t even 
say hello or ‘hi, how are you?’ 
People were tired of both the pressure to fit in, and the expectation 
to relate to the world solely based on White cultural norms and values. 
Two people expressed their desire for White colleagues to find ways to 
understand and appreciate cultural norms beyond their own. In all cases 
the goals to support change among White educators were seen by the 
participants as having a positive academic and social impact on students. 
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Goals For Students 
In general all the participants had a desire that the course support school 
change that nurtured higher levels of academic achievement for CHANCE 
students. Many reported witnessing the plight of the CHANCE students in 
their schools and the dire need to have this addressed. 
Cornell: Because there is a lot of anger and there is a lot of 
resistance. And quite honestly, this school is hard on Black 
people. It’s hard because they [White teachers] want 
everything to be nice and shiny and glossy on the outside but 
just behind the facade is chaos. .. .Unfortunately a lot of the 
Black kids don’t fit in that facade. So, the Black kids don’t fit 
and I want to get answers on how can I help the kids adjust as 
well as how can I get the school to adjust to the kids. I wasn’t 
a CHANCE student, I was a Black student in predominantly 
White schools and I thought that would probably be a major 
strength. I was not a CHANCE student and that’s different. It 
is different and it took me a while to figure that out. I see that 
mainly students of color from [the city] in the lower levels doing 
C, D and F work and getting into a lot of trouble and that’s 
what I saw. 
All the participants reported experiences that directly affected the 
academic and social issues of students or ways in which they advocated 
for Black students with their White colleagues. Two expressed an 
expectation of more effective work with White students on issues of race 
and racism. The two youngest and least experienced participants in this 
study spoke more directly about their goals for students. 
Cornell: I want from this course the additional skills as far as 
dealing with students of color. But, I also want to get from this 
course some answers. Because the more I dealt with students 
of color probably the more questions that I had and I didn’t 
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have very many answers. I always felt very uncomfortable 
with that. I used to say it’s my inexperience or maybe I’m just 
not catching on or maybe I’m not connecting in some ways so I 
really was looking for answers to the questions. What can I do 
to help these kids deal with being in an all-White school? 
Cornell was unique among the participants because he was neither a 
classroom teacher nor a CHANCE staff member. Also his student 
experiences took place in a suburb where he was one of a few African 
American students. His concerns and goals for the course represent a 
unique voice in this study. His comments showed an impassioned and 
growing awareness of himself as Black man, his new insights into the 
varying organizational responses to CHANCE students, and the distinctive 
challenges of urban students who are Black and attend suburban schools. 
He saw this course as a venue to expand his professional network. 
Two participants shared their hopes for White students to 
understand the impact of White privilege and racism. One spoke most 
directly to this topic. As a former CHANCE student and the only Black 
staff member in his school, he saw his presence among White students as 
a positive influence. 
Ellis: Because I only work with the CHANCE students I already 
relate to them. I want to be able to relate more effectively with 
resident students. ... For some of them I’m the first Black 
male figure that they have had to deal with on a day-to-day basis 
as a professional. So I need to be that way and I need them to 
see that there are others like me that do positive things. 
His goal was to collect information to take back to use with all of his 
students and to support the inclusion of student voices in the discussion. 
He was also very aware that he could speak as a CHANCE graduate. 
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Goals For the System 
All of the participants recognized the need for systemic change that 
would complement anti-racist behaviors and attitudes. The attention each 
of the participants paid to systemic change varied, but there was clear 
recognition that racism functioned at more than the individual level. They 
believe institutional racism had to be addressed. A majority of the 
participants cited a recognition of the disparity between the individual 
pronouncements by administrators to recruit and hire more people of color 
and the minimal results. The participants used this factor as an important 
example of the lack of demonstrated institutional commitment to having a 
diverse faculty and staff. None of the participants in this study made any 
assumptions that the course would directly impact this crucial issue, but 
they did see the course having a positive influence on administrators and 
faculty who would be more aware and have more information to consider 
in their response to school policies and practices. 
The stated goal of NNI was to improve the achievement of African 
American students. The origins of the course need to be considered in 
discussions of systemic goals for course participants. There had been 
extensive dialogue about the focus and goals of the course for some time. 
Previous experience addressing the achievement of Black students did not 
give explicit attention to racism. For several reasons, a new design was 
desired. A planning group was formed to try to determine what a course 
like this would look like. 
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The planning group determined that it would be important for the 
course to have a blend of good teaching practices and the work that had 
been introduced by Dr. Travis. Three of the participants reported that the 
CHANCE leadership was very active in supporting the need for explicit 
anti-racist priorities in the design. 
Some of the participants had an eye towards the larger systemic 
implications of the course. One participant reported that ventures of time- 
limited “one shot” sessions had shown themselves to be ineffective in the 
long-run in encouraging systemic change. He viewed their limitations as a 
function of their short-term design. Another participant said: 
Rosa: The school system had to make this commitment. And 
two or three years passed and teachers were going to the 
sessions four or five at a time. Finally, at the superintendent’s 
level they decided it would take too many years before they 
could get all their teachers trained. A superintendent said “I’m 
not going to have the money this year. I don’t know if I’ll ever 
live to see all the people trained.” So we had other workshops 
and we were really groping. What can we do that is going to be 
less costly and get teachers trained? So it took us a lot of years 
before we got to NNI. 
Three participants indicated that they wanted to see what would happen 
with the extended anti-racism focus. 
Bryant: We all bought into [the previous training design], and I 
to this very day still support it. But there was a race piece into 
that, that Jeff has always said that if we do this, [deal with race] 
we’re going to have an issue. And with us we knew that race 
had to be a clear issue. 
Others involved in the planning process were concerned that there be a 
real synthesis of the anti-racism concepts with the instructional practices. 
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Jessica: I remember trying to manage people and things and at 
the same time the districts had started to run with [Cahill] and 
his effective instruction. And they were talking about excellence 
in teaching and a few of us were like, “wait a minute!” If we 
got the solution here, if we know what good teaching looks like, 
why can’t we deliver it to kids of color? What’s getting in the 
way? 
The course was designed to yield new trainers to disseminate the 
information in modified formats in their respective systems. The 
participants in their varied roles had an eye on the long-term viability of the 
format. They wanted to get a sufficient number of people already within 
the districts to understand and infuse the concepts into their classroom and 
administrative functions, while sustaining the focus on racism. 
Expectations 
The participants revealed expectations that were grounded in their 
individual circumstances and awareness of the course goals. They also 
saw the course as a forum for discussions that were essential and did not 
happen on a regular basis in their schools. Four themes emerged which 
encompassed their expectations. The types of expectations they had for 
the course included: 
1. a forum to meet and talk with other Black and CHANCE 
colleagues 
2. a forum to explicitly talk about race and racism in 
predominantly White schools 
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3. a forum where issues of racism, race and factors influencing 
Black student achievement would be the central agenda 
4. a facilitated forum to support and guide White colleagues to 
talk about race and racism 
The first type of expectation, a forum to be with Black colleagues 
and CHANCE staff members from other schools, was very compelling for 
the Black participants. It became evident through the interviews that Black 
staff had almost no school-endorsed or facilitated opportunities to interact 
with other Black staff to discuss relevant professional issues. The 
CHANCE Directors’ Association sponsored an annual conference which 
was the only avenue where one could be assured of seeing African 
Americans from other school districts. CHANCE directors had a formal 
communication vehicle through their directors’ meetings but similar 
opportunities were not reported by other CHANCE staff beyond staff 
meetings. Before the course, no district had promoted dialogue 
specifically among African Americans. 
The lack of formal opportunities for Black people to gather takes on 
significance when one considers that the participants worked in settings 
with only one or two other Blacks. The isolation for Blacks in these 
settings has been noted in the literature review. Only one respondent 
worked in a school where there was more than one other Black colleague. 
Three maintained the only African American presence in their school. 
All the participants commented on the impact of isolation and being 
one of a few or the only one. Due to this numeric isolation, there were 
few channels to talk to someone else who had an empathetic 
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understanding of the pressures and weight of this isolation. Participants 
reported that the range of interactions with even the most well-intended 
White colleagues often provoked questions and personal conflicts. 
Interactions often needed to be processed with people who could 
understand these experiences and had been in similar circumstances. The 
isolation, lack of time during the day, and inability to seek out someone to 
talk to allowed the residue of these encounters to accumulate and fester. 
The accumulated impact was evident in some of responses. 
Bryant: Because when they talk and say something I just listen, 
and would not acknowledge it either way. They couldn’t see 
how they could get what grips me. When I came home I was 
so angry that it was [so] hard to do. They can’t get a grip on 
how to control me, and I just smiled. I have to keep them off 
balance. ...I refused to let them know that I was angry, that 
what they were doing was angering me 
Ellis: I might bring it up. You know it’s an awful feeling being 
the only Black person in a building and people go 4 What are you 
talking about?’ and I go ‘You don’t know because you’re not 
living it.’ .. .White people do not understand why Black people 
are so upset. They do not understand the rage and that’s what 
I’m talking about, the struggle. And they think it’s [the 
struggle] not here and we say to ourselves ‘Why can’t they see 
it? We see it every single day.’ [For example] Why is it only a 
problem when all the Black kids sit together at one table? 
There’s 500 other White kids sitting there at one table and 
nobody ever says to them ‘Why are you all sitting together, you 
know what I mean, how come you are all sitting together?’ 
The course, as it was represented to many of the potential participants, 
would provide a forum for Black members to have an opportunity to work 
with other Black staff. Ellis said he counted the number of Black people in 
the room the first day. He also said that had become a habit upon entering 
in and checking out any new situation. 
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Ellis: They definitely had a slot for a CHANCE person because 
they felt like we need people of color, we need you know, a 
balance and I expressed an interest. . . . And also, I wanted to 
hear from other CHANCE people. I know from my staff how 
they feel. But is this the same experience? .. .1 wanted to be a 
male presence. Black males’ perspective is oftentimes very 
shortchanged in education. There aren’t many of us and the 
ones who were there were directors of a program. There 
weren’t very many teachers there who were Black men. 
Cornell: I remember being you know, very excited about it and 
happy and actually I saw it more as sort of an evolution of my 
job [to meet people from different schools] 
Rosa: I was absolutely thrilled the first day. I guess several 
years had gone into getting to this point, so it was very exciting 
that it was taking off. 
Having a forum to express opinions about racism was very important to 
many of the Black participants. Here again having a presence of other 
Black people in the same room, sharing the same experience, allowed 
greater freedom to choose whether or not to speak up. 
Ellis: I said this is something that I need to do because I need 
to share my opinions, I need to share my thoughts about racism. 
I don’t have another way to do that every day. Do you see 
what I’m saying? 
Angela: It would be a new experience, actually taking the 
course and dealing with the issue of racism. I hadn’t had any 
courses in racism. I had heard [Dr. Travis] at the Institute Day 
that we had, so I thought it would be a pretty interesting course 
to take to broaden my world. In terms of getting more 
knowledge, not about racism, but in helping other people deal 
with other teachers in the classroom and stuff like that and go 
back and give that knowledge to those teachers that haven’t 
taken the course. A vehicle for change. 
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Ellis: I guess if I had an expectation it was probably that we 
were going to try to find ways to make multiculturalism or 
diversity or developing diversity in communities an easier 
process. That’s where I was. ...I mean we were going to 
explore racism and what it means to be anti-racist and talk about 
ways we can actually bring back to work with, not the adults, 
[but] the kids, because that is more important, that’s where the 
value is. The longer kids are exposed to it the better off they 
will be later on in life. 
Black participants’ prior experience with the instructors influenced 
their expectations to maintain a focus on racism. Planners had heard Dr. 
Travis and felt strongly that her presentation of racism would be effective 
and well received by people who might be resistant to the discussion. 
Kelly: Just having a vehicle for making the connection. The 
both of them [Cahill and Travis] have been a vehicle for 
connecting the two. And being able to take that and White 
teachers are more comfortable talking about this than they are 
talking about race. 
Previous anti-racism trainers were reported to have not evoked such 
confidence. Planners were also familiar with the work of Dr. Cahill and 
the CHANCE administrators had a strong determination that the course 
show a clear relationship between the curriculum on racism and the 
curriculum on instructional practice. Black course planners reported that 
they valued the concepts promoting academic achievement offered in 
previous staff training programs. Experience and observation had led them 
to believe it was not enough. They felt strongly that a synthesis of the two 
areas was a high priority in the course. There was an expectation that 
both instructors would work to relate their respective areas of expertise to 
maintain the significance of racism as a dominant theme in the course. 
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Bryant: What needs to happen here cannot be [Cahill’s]course 
and [Travis] stands up and says a few little things because 
[Cahill]ain’t all there yet. We kept saying[CahiH’s] really not 
there, [Cahill] has not been on the bandwagon. ... He’s been 
talking about excellent teaching. 
Participants reported numerous efforts to get superintendents to 
accept the centrality of racism in examining Black student achievement. 
Many needed to be convinced by CHANCE staff that attention to 
instructional strategies without the context of racism was insufficient. 
Jessica: At the point that we began to look at the course no one 
wanted to deal with issues of racism. Racism didn’t exist in it. 
Bryant: [the previous trainer] was saying ‘the superintendents 
are going to have to deal with racism, issues of racism is at the 
heart.’ Believe me it was all that politics behind the scene. 
CHANCE administrators and course planners were also concerned 
that segmentation of the two areas would make it difficult to keep racism 
central to the agenda. Their concerns about racism being given adequate 
attention were exacerbated when budget and ownership were discussed. 
They were concerned that the budget was not reflecting the priorities of 
effectively addressing racism. The concerns were that people without an 
understanding and commitment to address racism would have significant 
authority over the direction and future dissemination of the course. 
Bryant: Who’s going to own all this stuff when we’re all done. 
Cause you know, is this going to be some other course [Dr. 
Cahill] is going to put a cover on and here’s his manual. And 
there were people who were clearly saying, what’s [Dr.Travis] 
getting out of this?” 
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This organizational and political context is necessary to consider for one 
reason. Several participants reported that the course context influenced 
their expectations and goals. While they were willing to participate, this 
backdrop draped their experience. It is equally important to recognize the 
political climate whenever racism is a topic. It is never a neutral topic of 
discussion and, for many people, it is an issue to be avoided. I would also 
speculate that when racism is raised, people of color are playing a major 
role in getting it on the table. It is a risky role to play and for Black people 
who raise it, their sense of vulnerability is heightened. This is another 
reason to consider the political context. 
Venues for White teachers to talk about racism are not easily 
created. Course planners felt pressure to make sure that the course 
content would be readily applicable to classroom use. Participants 
reported that previous initiatives were criticized for being too theoretical 
and not providing enough hands-on classroom-based content. Based on 
that knowledge, there was an expectation that Cahill’s piece, as noted by 
Bryant “...adds the sense of credibility. I think it’s because we’ve always 
been beat with how do I take it to the class if we want to do that?” This 
dimension of the curriculum help develop instructional skills that could be 
applied in the classroom and that is what many teachers said they wanted. 
Bryant: I think the superintendents brought [Cahill] in. I think 
we all did not, the SCS team, which is predominantly CHANCE 
directors did not bring Cahill. The superintendents brought him 
in and, that was given to us as a way to tie it[the racism piece] 
in with pedagogy. So we thought well that’s okay. The two 
could work together. Many of us who had known Cahill’s 
work thought this might work. 
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Some participants had clear expectations that the White participants 
would be able to see the racism piece as central to the effectiveness of 
their teaching with Black students. These participants also wanted the 
content to be grounded in what they themselves brought to the experience 
as White individuals. Self knowledge and self reflection on the part of 
White participants were two things that several participants noted as being 
important aspects of this process for White teachers. 
Rosa: I expected people to come into the course or leave the 
course with a greater awareness of themselves and where they 
were and how they were relating to the Black students. Also 
my expectations was that this awareness would enable them to 
consciously begin to shed some of their attitudes, negative 
attitudes. I think that was generally, and I would hope that 
would play itself out in the daily teaching and communicating 
with the students. I guess that’s what I expected. 
CHANCE directors in some districts actively encouraged the 
participation of White people they thought would be open to dialogue and 
act on racism. They tried to recruit people most open to the course goals 
who they thought would be able to hear the messages about racism most 
clearly from Dr. Travis and be willing to make necessary changes. 
Rosa: I had a workshop with [Travis] and was extremely 
impressed with her. She has such a wonderful manner. I just 
expected that it was going to be an easy thing for them to, not 
easy, but they’d be receptive and open. And although I knew it 
would be hard for people to look at themselves and I think it 
was painful for a lot of them. I know it was. But I guess I 
expected them to be able to have a clearer awareness of 
themselves, the depth of racism and I think I sort of made an 
assumption that those who were coming to the course would be 
people that wanted to make that kind of change. 
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Openness to participate in the course was crucial because the goal 
was to create a cadre of internal district staff to do future training. This 
ultimately would reduce the dependency on external consultants and the 
accompanying costs. Because of the expectation that the course would 
promote awareness among Whites, some Blacks came with the attitude 
they were there to help Whites in their learning process. 
Rosa: What did I want from the course? As a learning I don’t 
know. I think it was made clear the we, they wanted to have 
some African Americans in the course because they thought it 
would be predominantly White so my initial thought was that I 
needed to be there. I guess I felt needed. ... I really wasn’t 
looking at it in terms of personal growth. I was looking more in 
terms of professional growth. In terms of helping colleagues 
deal with the issues of race and racism. Yes. I need to be 
there in order to help keep the, [White people on] what they 
were supposed to be doing on the level. To help focus, keep the 
focus. 
Rosa’s perceptions about her role in this course were echoed by many of 
the other participants as expectations that they too shared. What many of 
them did not project was the pain that the course experience evoked when 
they realized that many Whites were still just beginning their process of 
understanding the significance of racism. Many participants spoke of the 
emotion that was dredged up by the course. One said she was hardened 
to not expect very much. 
Rosa: I talked with[another Black participant]and we talked 
about the sharing. And she’s found a lot of pain and I’d 
remember saying to her that I’m kind of hardened. ... I think 
she was saying to me that she thought they [White people] were 
further along and I guess I wasn’t surprised [they were not]. 
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Motivations 
The commentary on goals and expectations illustrated some of the 
participants’ motivations. Specifically they were motivated out of concern 
for the educational, cultural and social well-being of African American 
students. The opportunity to develop new skills with which they could 
communicate and work more effectively with colleagues was also an 
important motivation. Some participants reported that this course was a 
way to build on lessons learned from previous staff development efforts 
and some saw this as a way to build more effective alliances with White 
colleagues. These motivations were also focused on reducing the number 
of battles concerning racism and the isolation they experienced. 
Some were motivated by the political and organizational conflicts 
that they had encountered but to which they did not want to succumb. 
The conflicts often centered around White colleagues and residents’ 
ambiguous or openly hostile attitudes toward the CHANCE program. 
Others centered around acknowledging racism as a factor in the lives of 
students. The course provided a forum to carry out dialogue started years 
ago in other sectors throughout the seven districts. 
Ellis: I think I don’t want to leave here or leave this earth and 
not have done what I’m supposed to do. This is why I truly 
believe it’s about the kids, it ain’t about adults because they’re 
more work than the kids. I don’t want to have a kid leave here 
who I’ve been in contact with and not have them get the lessons 
that they need to have. Granted they’re not always going the 
make the right decision but at least if I can give the lesson 
where they can go out and question what they’re doing and 
whether its positive or negative. I believe I can’t do it all by 
myself. ... Young kids now are just learning what the struggle 
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is. They’re learning what the struggle is and how to make it 
through, and that’s what we try to do here. ... They can say: 
T can get through this because I’ve learned and I know how to 
adapt to this situation’. 
Wilma: I was asked to [take the class] because I expressed 
great interest in doing something multicultural. Because there’s 
really nothing in our school that celebrates diversity. There’s no 
multicultural day, there’s no Black History Month celebration. 
There’s really nothing. 
Jessica: If we get the solution here, if we know what good 
teaching looks like, why can’t we deliver it to kids of color? 
What’s getting in the way? If you really want to save this 
system we really need to look at the racism that exists. ... It 
really would make sense for us to sit down and address some 
issues and look at race and color. 
Assumptions 
During the data analysis I recognized the emergence of assumptions 
that participants made about themselves, their colleagues, and the 
CHANCE program. In this case, I saw attitudes that were not explicitly 
asserted colored perceptions of interactions in their schools and the society 
at large. For example, participants assumed that while these districts had a 
voluntary bussing program, all the constituents in the community did not 
support the program. This assumption evolved from previous experience 
with strategies for racial integration where the participants had 
encountered overt and covert resistance to fully accept people of a 
different race. There were three types of assumptions that had a bearing 
on their course experience. 
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1. Assumptions about how White people learn about racism 
2. Assumptions about how Black personnel saw their role with 
students 
3. Assumptions about how White people perceived the CHANCE 
program, staff and students 
As the participants spoke of their daily interactions with White 
colleagues, their assumptions about the ways in which White people came 
to learn about racism became apparent. The Black participants in this 
course entered with a great deal of information about what helped to 
maintain racism in their schools. Their understanding of this was greater 
than either of the instructors who had no direct experience in their 
schools. The participants also had experience in observing the ways in 
which resistance to change was manifested on a daily basis. 
As noted in chapter four, the instructors drew upon a significant 
experience of the participants as an instructional device for the course. 
The African American participants had direct experience as targets of 
racism and knew how it played out in their particular schools. It became 
apparent to me that teacher trainers in a course that explicitly addressed 
racism could benefit from having knowledge of what the Black course 
participants think about how their White colleagues learn about racism. 
During data collection, individual attitudes among the participants revealed 
some of their beliefs about what constitutes an anti-racist teacher training 
pedagogy. 
All of the participants stated or implied that the greatest challenge 
Whites in the course faced was that it was difficult for them to talk about 
149 
race. They always placed great emphasis on the importance of 
recognizing this challenge. To not acknowledge and address this difficulty 
would serve to undercut what it takes to foster personal awareness and 
change. No other assumption surfaced with the same consistency as this 
one. Furthermore, none of the participants consciously observed 
themselves holding these assumptions, yet they consistently emerged in 
recollections of Black and White discussions about race. For example, one 
participant commented on his perception that many of the White people in 
the school districts were dismissive of CHANCE staffs anti-racism 
advocacy. He said, “I think people [say] ‘we always hear this junk [anti¬ 
racism advocacy]from the CHANCE staff.’” He also described particular 
White course participants who he believed were more understanding about 
the issues of race and racism. In that description he noted the response of 
some Whites to the more enlightened White people. 
Bryant: I have seen these two [people] be very grassroots and 
come in with a very firm idea. I think a lot of people had 
difficulties with [the more enlightened Whites] because they 
were challenging some of the White folks more than the Black 
ones [challenged Whites]. They got it, they knew, and therefore 
hearing other people not getting it and trying to get them to 
move I’m sure was difficult. I think it’s easy for White folks to 
hear it from us because they can either discount it or [think 
we’re] just going off on the bandwagon. It’s [difficult] for 
someone else, someone White, to say it to them. 
He also believed that when a White person is the source of anti¬ 
racist information, the impact is more significant for other White people. 
If the White person is married to a Black person they may have 
learned some lessons about racism from being in that 
relationship. That’s their personal challenge because they’re 
married to a Black guy. But with others [Whites not personally 
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involved with Blacks] it’s not coming from that level of 
investment. And for someone to begin to question and challenge 
that [racism] from the same race group, I think has a greater 
impact. 
Another participant’s observations about the recruitment practices 
for the course revealed her assumption that White people would be able to 
learn about racism if they made the choice to put themselves in a situation 
to learn about it. In her school district, the participants in the course 
chose to be there and had opportunities to get oriented to what they could 
expect. She felt that people had to want to be in the course to be open to 
the challenging matter and foster the change that she hoped would be 
realized. 
Those participants who were from the South called attention to the 
importance of having a clear understanding of what the racial climate was 
really like in order to be able to effect change. They noted that the clarity 
of racism in the South and the lack of pretense of acceptance and equality 
made it easier to understand where people started from. That environment 
also made it easier to function because the rules were clear. In some of 
these participants’ eyes this clarity of attitudes made the possibility of 
change in the South easier because the contact among Blacks and Whites, 
although unequal, had always been there. 
Rosa: My experience is that it [racism] is just there. Martin 
Luther King Jr. said ‘when integration comes it’s going to come 
in the South long before it comes in the North.’ And I tend to 
think, not that White southerners have bonded, but I think there 
has always been a better relationship. White people and Black 
people lived on the same street, but they were enemies. [I] 
shouldn’t say enemies, but the laws of segregation kept them 
apart. I didn’t live on a White street. I lived in a Black 
community of professional people, but communities were 
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mixed. I don’t mean Black here and White there, it would be 
like this end is White and that end [is black]. It wasn’t in all of 
them but where the White neighborhood had to abut somewhere 
and there were many places and kids would play together until 
they got older. And so there’s always been Black people [who] 
worked in homes and raised their children. You don’t have as 
much of that in the North. So there’s always been some kind of 
relationship, Black and White. 
In commenting about the importance of having White people recognize 
their inherent racism, one participant recalled a conversation with a White 
administrator. “I said to [him] and I think he is genuine, ‘if you’re over 35 
and you’re racist, you’re racist! And if you want to change I think you 
have to take the alcoholics anonymous [pledge]. That’s what they do. 
You’ve got to look in the mirror and say “I’m so and so Jones and I am a 
racist.” I think people have to recognize that first.” 
The directness of this statement indicates that Black people are more 
able to anticipate productive communication with Whites when there is an 
awareness of privilege and racism. It is important to note that several 
participants mentioned having very meaningful professional relationships 
with some White colleagues, who they viewed as true allies. Participants 
clearly described situations with colleagues that had engendered trust and 
circumstances that had eroded trust. They were clear about what the 
colleagues said and did that made them feel there could be a trusting, “ally” 
relationship. Jessica spoke of a White colleague who validated her skills 
and gave her a forum to present them. This was in a previous setting 
where she did not see consistent evidence of organizational commitment to 
the CHANCE program and her mere presence in the eyes of some people 
she felt: 
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... represented bad news. His behavior helped a lot as we talk 
about allies in this course. I would say he clearly was an ally, I 
mean not knowing if he had the ally label, I know he was an 
ally. His behavior helped in terms of giving my positions some 
credibility and giving my skills someplace for them to have an 
audience. 
Attitudes and beliefs Black participants had about their roles with 
students also affected their course experiences. Participants who had 
classroom experience talked about not giving up on kids. One said, “I 
believe there is no such thing as a child who cannot learn. If you stick 
with a kid, they will be, they will learn, and [I] pretty much pattern myself 
after that..” The work of these educators with students was influenced by 
their own experiences as students in predominantly White schools. They 
all had painful encounters with peers, where they “glossed over the pain.” 
Some people talked about helping kids struggle with being 
successful in a predominantly White school. When asked about the 
challenges of working with CHANCE, Rosa summed it up in this way: 
Rosa: It’s really gratifying to see them [CHANCE students] be 
successful and we have a lot of successful kids. And we have a 
lot of bright kids. I think elementary school is easier Then they 
hit middle school and it’s a double whammy for the CHANCE 
kids. In elementary schools they have host families and get 
invitations to the birthday parties but when they get to middle 
school they don’t. And they talk about these things and you 
have to be up front with the kids. And they will say “this is 
racist” or “this teacher’s racist” and I have to tell them, “yes, 
you’re probably right.” 
She continued to describe how she stressed to the children that their 
primary goal in these schools was to get an education. She encouraged 
them to focus on this goal and try to get through the racism. 
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I said ‘yes’ and I try to say your mission here is not to be 
popular with any of your teachers. Your mission is to get an 
education. I know its hard but you can’t let that get in your 
way. Let’s try to focus. What is your goal? What do you 
want to be? So I try to deal, talk with them on those lines, 
cause I say I can’t change the people, they are this way and 
you’re not going to change them, even when you’re angry and 
suck your teeth and put your hands on your hips. I said ‘let’s 
talk about who gets hurt in that process.’ I said, ‘cause the 
teacher’s going to get her salary, she ‘s going to continue 
teaching.’ I said ,’but what happens when you get angry? You 
shut down, you can’t hear, and sometimes you’re sent out of 
the class and you don’t hear at all.’ I do a lot of this kind of 
talking, cause kids don’t learn this on the first sitting. 
CHANCE staff were influenced by the way they saw the program 
perceived by the school administration and faculty. 
Wilma: ... I was in the other building and one of the teachers 
had a problem with one of the CHANCE kids and instead of 
calling the parents or getting on the kid’s case, he called 
attention to [the CHANCE director], so she could fix the 
problem. So, she was supposed to handle all the problems of 
the CHANCE kids. She was the go -between. She was 
supposed to call the parents up. She was supposed to do all of 
the dirty work and he goes: “What does she do? What does the 
CHANCE director do all day, just sit on their rumps? They 
don’t do anything.” This woman is the busiest woman I have 
seen in my life. He has no clue. 
CHANCE had been in many districts for almost 25 years and was given 
considerable support from faculty, administrators and parents. All of the 
participants talked of the importance of the program and the opportunities 
it provided children from the city. They were all aware that the course 
itself served as a substantial and tangible response to years of urging what 
it takes to better address the needs of Black students. 
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All of the participants were aware of the social context in which 
they worked and the perceptions that different constituencies had about 
the CHANCE program. They commented on some of the responses to the 
kids and the staff. One person talked about being an “outsider chipping 
away at things” and the lack of ownership of the program and the kids. 
This person recalled hearing a principal say “I only have six [CHANCE 
students]in my building” and the principal said they “couldn’t make this a 
big issue” to a request to participate in a meeting on serving these 
students’ needs. Another remembered hearing a parent say the program 
was “cannibalizing” the community. Both statements indicate a lack of 
ownership in the program and a disregard for the students’ humanity. 
These comments are noted to expand the context from which one 
considers the findings of this study. All of the participants reported that 
they found it safer to keep their “racism radar” in operation to function 
effectively in service to the students and to maintain their professional and 
personal integrity. The tenuousness and ambiguity of organizational 
commitment for the program was not lost on the CHANCE staff. 
The commentary in this section has addressed the question: What 
do African American educators want from professional development 
experiences that address racism? The analysis has included illustration and 
analysis of their goals, expectations, motivations and relevant assumptions. 
This section, in conjunction with findings from the first question, 
demonstrates their priorities, concerns and influential organizational 
dynamics. At the same time these two sections provide a context from 
which to consider their responses to the course curriculum, pedagogy, 




This chapter will complete the review of findings from this study. 
The focus will be on the remaining two research questions examining the 
curriculum, instructional practices and participant outcomes from the 
course. 
Question #3: What Curricular, Pedagogical, and Climate Features 
Influence the Nature of a Professional Development Experience for 
African American Educators? 
This section addresses aspects of the course that are primary 
elements of any teaching and learning situation: curriculum, pedagogy and 
instruction, and climate. Dr. Travis’ focus was on racism, White 
privilege, the cycle of oppression, and racial identity development theory. 
Dr. Cahill’s addressed instructional “arenas” and an alternative paradigm 
regarding beliefs about intelligence. These content areas will be examined 
through the participants’ perspectives and the course’s anti-racist 
objectives. Commentary about the instructors, drawn from participants’ 
comments, will detail aspects which interfered with or facilitated their 
learning experiences. My discussion on pedagogy will be related to the 
specified curricular elements and will highlight those practices and 
instructional devices that elicited comment from the participants. Findings 
will also focus on description of the climate from the perspective of the 
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a critical mass of Black people, and responses to racism and White 
privilege exhibited during the course. 
Curriculum 
White Privilege & Racism. 
The significance and potency of the idea of White privilege for the study’s 
participants has been acknowledged in previous sections. This section will 
focus on how the concepts were addressed and how people responded to 
presentations of this information. 
The opening exercise on the first day of the course made a great 
impact on several of the study’s participants. The exercise, entitled “I 
remember” established a meaningful connection among the participants. 
Immediately after introductions on the first day of class, the exercise 
began with the two instructors standing facing each other in front of the 
class and Travis saying to Cahill: 
Travis: I remember growing up in Bridgewater about 45 
minutes from here. When I was around five we were the only 
African American family in the neighborhood. We were playing 
hide and seek and the kids picked the players by saying the 
Eeney, Meeney, Miney, Mo catch a nigger... version. Even at 
that age I knew it was a bad word and when I told my mom 
what happened she told me to go back and instruct them about 
the Tiger version. Which I did. 
Cahill: I remember being in the town of New Rochelle. ... and 
my mother hired a man named Ivory to do the heavy manual 
chores around the house. Ivory always wore jet black pants 
and a crisp white shirt and had curly gray hair. I never had 
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more than a sentence said directly to/with him but I remember 
thinking he never seemed to fit [the role of laborer] because of 
his quiet dignity. 
Travis: I remember being in school, the 5th grade and it was 
St. Patrick’s Day, ...she, the teacher, wanted to acknowledge 
the kids who were not Irish and she noted the Italians, the 
Greeks and said I was of African ancestry. I was the only 
African American child in the class that day, but that didn’t 
bother me- it was being acknowledged for African ancestry 
because the only thing I knew about Africa was what I saw on 
TV which was Tarzan and wild animals. 
Cahill: I’m 12 years old and we were living in GulfPort. We 
were there for a year and in the hotel where we stayed and in 
the restaurants there were signs saying, “coloreds only” [and] 
“coloreds not allowed” ... I was startled, I’d never seen 
anything like it and asked my mom. She said “that’s the way 
things are down here” ... I kept noticing how Black kids would 
play around us in the neighborhood but the Little League baseball 
team was all White and it was strange. 
Travis: I grew up with parents from the South and in living in 
Massachusetts. I thought racism happened down there in the 
south too as a lot of people did. I was in high school when the 
busing stuff in Boston was going on and seeing the riots and the 
violence and thinking, “I thought racism only happened in the 
South?” 
Cahill: In 1978 I’m a staff developer in Cambridge in the 
parking lot three big Black kids were coming down the street 
and yelled “Let’s get that White guy!” I got uncomfortable and 
wondered if I should say something. I knew they were only 
High School kids doing their number, but they were big. 
Nothing happened, but I walked away feeling very conflicted. 
Travis: I was in high school and was having a conversation in 
social studies I think, about race relations when some kids 
turned to me and asked “What do Black people think about 
this?” and “What was it like to live in the ghetto?” I had only 
lived in a small town all my life I couldn’t understand why they 
would ask me this and why the teacher didn’t say anything. 
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Cahill: I remember being in a class with you and listening to 4 
Black kids in a White school describing their experiences and I 
was blown away by their daily, minute to minute, an awareness 
of oppression and thinking I walk by kids like this for years and 
never realized what they were going through and wondering 
“How could I be so insensitive?” (Field notes, 1993, p.4). 
As they completed this exchange, Travis invited the class to get into 
dyads, then small groups and share their own recollections. It encouraged 
everybody in the course to draw upon their own personal experiences with 
racial differences. The activity placed the discussion of racism and racial 
privilege in the context of each person’s life experience rather than as an 
abstract, intellectual idea. This location of racism and privilege squarely in 
each person’s own life set the tone of the course in a way that was greatly 
appreciated by many of the Black participants. Ellis stated that he 
appreciated the opening this activity created for future dialogue. “I think 
the climate was set early on, right from the beginning [with] “I 
remember”. I think that’s a wonderful activity.” He went on to say: 
Ellis: I think the first exercise for me was the best one. “I 
remember” was powerful because I could pick a thousand 
things and we talked abut going as far back as you could 
remember. .. .1 remember in junior high when I had the first 
Black kid in my class ... [Another one] for me was that first day 
that I went to CHANCE not knowing what it’s about or 
anything. First grade, so it started a long time ago. I think the 
value in that was that people didn’t really see that. They 
probably didn’t think that children think about it [racism]. You 
understand what I’m saying? They probably thought, well first 
grade, everybody’s a kid, nobody notices difference. So there 
was value there, right from the beginning for me personally. 
Kelly: I think it’s a wonderful activity. [It] focuses [and] 
breaks down barriers. [It] lets people do something they enjoy 
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doing. There are probably people who don’t enjoy thinking 
about their childhood, and about when they were growing up, 
but the vast majority of people don’t mind going back there and 
thinking about those times and, then really looking at how ideas 
and perceptions were begun, and where they came from. 
The processing of this activity in small and large groups set a 
pattern that became a regular course feature. This exercise and the 
subsequent discussions encouraged participants like Ellis and Kelly about 
the possibilities of future dialogue. For Angela and Wilma, the self- 
reflection that took place in the first activity elicited a different response. 
Angela: Well, I’m not a person to share a lot of my personal 
stuff, especially in a large group and especially in a large group 
of White people. I don’t fell comfortable doing that. I tend to 
be a quiet person, I’m not a group person. I guess the 
memories that it evoked. I guess [the] racial attitudes towards 
us, experienced over the years. I think the article, White 
Privilege, was really very good because I’ve never used those 
terms before, but have always had a sense [that] White people 
felt entitled to certain things and there it was in Black and White. 
.. .And that’s exactly what it is and I think a lot of White people 
didn’t understand. Just by the color of your skin, [for Black 
people] all the privileges were taken off. So it sort of made me 
a little bit angry, because I have known for years that White 
people had all these privileges you know. It was draining and it 
would evoke a whole lot of memories from the 60’s and the 
past that you thought you had put neatly in their place. 
Wilma also noted the emotional demands of participating in these activities 
and related it to a coping strategy she associated with Black people in 
general. She recalled a story about a Black baseball pitcher in the Negro 
leagues who literally went crazy from his encounters with racism all 
through his life and didn’t screen out the corrosive effects of it. 
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Wilma: You know we always had to share, we always had this 
sharing period and I guess that’s what started to make you 
notice it more often, you know. Whereas if you think about it, 
if you notice every racial slight, you would be beaten down, so 
you just kind of let some fluff over because if you reacted to 
every single thing, you’d go crazy, so you don’t. 
The “I remember” activity set a tone for the climate and implied a 
pedagogy that drew upon the life experience of each class member and 
required not only their intellectual engagement but also their emotional 
involvement. Their lives became part of the course content. Angela’s 
response suggested that this expectation sent conflicting messages to the 
Black course participants. The level of emotional engagement was not 
anticipated and some participants said it caught them off guard. 
Bryant: The course at points was superficial for me and then 
sometimes it got to be very deep. ... When I went into it, I 
went in thinking: ‘Oh it’s just going to be one of those things 
that you can snowball and it’s going to be White folks coming 
[and] trying to figure out what the Black people are. ... And I 
think it started out like that... scop[ing out] people you know, 
[and] what are people listening to and what people are saying. ... 
At some point it got to be, yah, right [I’ve] got to be in [one] of 
those boats. And as time went on, I felt a certain bonding with 
some of the White people. 
While the opening activity established a higher expectation of 
involvement for some of the Black people, the on-going discussion it 
facilitated on White privilege validated the experiences they had known but 
may not have titled as such. For almost all of the participants, it was 
tremendously important that White privilege be acknowledged by Whites 
because it was relevant to their lives and the lives of their students. 
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Ellis: [White people] don’t know the message because of things 
like [White]privileges that they’ve had. I think one of the most 
valuable pieces in the course [was] when we talked about White 
Privilege so early on. That was when I was truly in tune to 
what was going on. [Regarding his students] I’m teaching them 
life skills. I’m teaching them to identify what white privilege is. 
Cornell: The “White privilege” I liked. Because for the White 
people ... I wanted the White people to know about White 
privileges. Just like males need to know about male privilege. I 
don’t really know about male privilege. I guess, I take 
advantage of it every day or in a lot of different ways I’m not 
aware of. If someone broke it down for me I’d probably be 
like wow, you know. So the White privilege for White people 
and maybe even for Black people, as far as seeing it and having 
it have a certain, I don’t want to [say] credibility, a name. 
Cornell’s comments exemplify the significance this aspect of the 
curriculum held for most of the participants in this study. 
Cycle of Oppression and Racial Identity Development. 
A number of the participants indicated that they found the discussion on 
the cycle of oppression, which addressed the impact of stereotypes, 
distortions and omissions on an individual’s behavior to be particularly 
significant. Dr. Travis designed a handout so the cycle of oppression and 
the stages of racial identity development could be related to each other 
more easily. The class members could see the social-cultural context as 
being influential to one’s racial identity development. 
Travis used this diagram of the cycle to demonstrate how values 
that support racism are inculcated in individuals and systematically 
sustained in society. The handout and discussion of the cycle also depicts 
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the ways in which social institutions, such as churches, media, and 
schools reinforce stereotypes and promote misinformation. The cycle 
serves an important function in the process of learning about racism 
because it provides a response to the question: “Why does racism happen 
and why does it continue to be present?” For Black and White people it 
also depicts the social forces that commonly influence ones’ racial identity 
development. The information about the cycle of oppression reinforced 
the cyclical manner in which racism as a form of oppression is sustained. 
For Bryant the cycle of oppression and the stages of development carried 
particular weight. 
Bryant: ... for me, if I only had to teach one thing out of the 
whole course I would say that it would be the cycle of 
oppression and the racial identity theory. And I would do it at a 
young age. I would do it with eighth grade, like some of these 
kids that are calling some of the others, ‘oh man he’s not here, 
he’s trying to be a White boy’ you know. Because all of that 
trying to learn something and being seen as [White] is still part 
of the stages of racial identity. They’re all tied in. 
Another participant went on to describe how this aspect of the course 
impacted upon her understanding about the children she worked with. 
Wilma: It put me where it made a lot of sense. Because I have 
a child who’s going through that middle school aged group. 
Watching her own steps and her own racial identity, it helped 
me realize a lot of things. Why people are in denial at certain 
ages, and it helps me help the kids that I’m teaching now. The 
Black students who try to be as White as they can, or try to be 
as Black as they can. It makes sense. It gave a lot of sense to 
what I had already seen. But it’s interesting in that when 
[Travis] gave the term, she gave it the stages of development 
that I had already seen and it was like ‘oh yeah.’ It also gives 
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you an understand[ing] when some kid does some off-the-wall 
stuff and [you] realize okay, yah, this is where he is right now. 
It also gives you an idea of how to handle them so that you 
don't turn them off completely. I'm thinking especially of a 
child who makes a racial statement, you know, instead of 
turning them off completely, let's deal with this situation. So 
let's make it a learning situation, so he can realize that4do you 
realize what you said was off the wall?’ 
I asked her what made being able to discuss the cycle of oppression so 
compelling and she focused on the value of being able to have difficult 
conversations and the way in which Dr. Travis presented the information. 
Wilma: I think it made it distinctive because .. .shouting 
matches could have been going on the whole time if you think 
about it. Or you could have had people get up and leave. And 
some people, you know, some people did say some things that 
were unbelievable, and instead of her just saying ‘what you just 
said was really unbelievable and did you realize that you said 
something that was that bad’ she would say ‘yah, uh huh,’ 
she'd work them through it. She didn't say ‘get out of my face, 
get out of here, you're out of here.’ She dealt with it. They 
talked about it and she went on and that person, she made it a 
learning situation. That person learned something and grew 
from that point, instead of going underground. That person is 
still alive, you know and nobody got up and jumped on them. 
And I could tell that the people, from what I could see of all of 
us [the Black people] we would make eye contact, like, can you 
believe this? 
Effectively including information about the cycle of oppression and 
White privilege validated the participants’ lives. The instructors’ ability to 
get people to hear this information was as important as what was said. 
Rosa: I thought it was very exciting when [Dr. Travis] 
presented, for example the cycle of oppression. I could relate 
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easily to that, but I had never heard it articulated and laid out in 
such a way. So that was a great learning forme. ...It was the 
way that she presented it, it was so logical and it made sense. 
So, yes, in that sense that was a lot of learning. I could relate to 
that as she was so clear and gentle. I was always impressed 
with the gentle manner in which she was able to get the class to 
talk about painful issues, difficult issues. I was impressed with 
her as a teacher. 
Cornell said the cycle of oppression did not make much of an impression 
on him but the racial identity development theory was very significant. 
Cornell: It was very important because it helped me more 
personally than it helped me to help the kids. But I think it 
helped me to take all those things that I said [about myself] and 
put them into a framework. But you could probably fit all those 
things in and what has been going on and that’s what I was 
doing. ... I don’t know if that is what we were supposed to do, 
but I’m like, okay at that time that was me and at this time that 
was me, you know. 
Those [stages] probably helped me personally as much, 
probably more so than me taking that and really applying it [to 
the kids]. But it did give me information to apply when 
necessary or to help me recognize that something is going on 
with the students. It gave me a little background on it because 
I’ve always known, obviously, you know your own story, but 
then to be able to just take it and just break it down and analyze 
it. That gives it another depth; it opens a door. So as far as 
those concepts [of racial identity development] I’ll tell you they 
were probably more for me, not to say, I’m not going to have 
something to pass on or to carry with me. 
While Cornell was able to recognize new insights about himself through 
the concepts of racial identity development, the ideas seemed to take more 
time to simmer for other participants. Jessica did not speak directly about 
the stages of racial identity development but as she told her stories and life 
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experiences the language of the stages was clearly imbedded in her text. 
She was someone who had exposure to the theory prior to the course and 
appeared to have already integrated the concepts into her analysis of her 
own past behaviors and attitudes. 
Jessica: I had a couple of encounters early on in high school. I 
remember once a girl asking me was that my mother working at 
the convent? No, my mother doesn’t work in the convent and 
by then she worked for the government. And then I discovered 
that the other two Black kids in the school, their mother worked 
as a housekeeper in the convent. So I was kind of really upset, 
but in my own way, how dare they think my mother is a 
housekeeper! You know I have actually come to terms with 
that. I realized that my grandmother was a housekeeper and she 
took care of all these people, [in the South] but you know, I 
was bom up in the North. 
I loved it [college]. For me it was like my immersion, you 
know with my peers in an academic setting. ...And we were a 
small group and my own sense of identity I think was clearly 
emerging at the time, and it was real clear. We were told ‘you 
are the first large group of color, you know African, Black 
students on this campus’ there was only 11 Black people on the 
campus[the college], like wow! 
The participants responded to situations during the class they felt 
were evidence of White people’s racism. One particular class discussion 
initiated by a White colleague about his reaction to a Black mother’s 
advocacy efforts for her child evoked a response from three participants. 
The story was about a mother who sought to appeal a decision he had 
been a part of, about her daughter’ placement in lower tracked classroom. 
Angela: I think there were some people in the group who were 
very sincere. They wanted to leam and move to the point of 
becoming a White ally. There were people, one of the guys, 
who shared the story about the Black parent being upset 
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because she was dealt with in a certain way. I think he was 
really unnerved by the fact it was a Black person who went over 
his head. Like we shouldn’t have the same rights and privileges. 
I think he missed the boat. 
Bryant: You know there were quite a few surprises that came 
out of that group. And what was interesting when I think about 
the biggest, big surprises was actually, mostly of the [district] 
contingent. The guy had talked about how, this Black woman 
wanted [to move her child in another placement]. I think it was 
a healthy group, they were confident in themselves to put stuff 
out there. ... I think that the surprise was the anger that came 
out. That [implied] “how dare this person want this”, when this 
is an everyday occurrence with a white counterpart. But... 
here is a Black mother using the same system, ...and] this 
person was greeted with a “how dare you”, or “you’re 
challenging my authority.”... and how the two of them sort of 
supported each other into that same thing. ... that their true 
color was really showing. ... it was just the intensity that was 
expressed .... Before that, I thought [white people] seemed to be 
on board. And then [got] the sense of... I felt, retaliation.... 
You know, you hear people say I'm not going to say that 
because it might get back to the teacher. [The teacher] might 
get back, you know, might do something. ... I think it was [sort 
of]dealt with, but I think that it was so deep that it really [was] 
not dealt [with]. I think, even when other people were 
beginning to deal with it, the sense of White male entitlement 
and the resentfulness cut that down. 
The instructors also used videos as a tool for presenting information 
about racism, White privilege, and other relevant issues. These videos 
often served as a powerful stimulus to convey information and promote 
dialogue on the social institutions that influence racial identity. Two people 
talked about how the videos reminded them of the distance in awareness 
between the Blacks and Whites. This evoked frustration about racism and 
the inability of Whites to see what is apparent to Black people. 
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Cornell: We watched a movie about how Blacks were 
portrayed in the media and at the end people were like “oh no 
that’s terrible!” You know and I really wasn’t affected by it in 
that way. For the most part White people were horrified at 
these things. I didn’t have that reaction. This is what happened. 
This is much more blatant, right there in front to of you, but this 
is what happened. So I don’t think I was at the same level [as 
they were]. It was almost like there was different starting 
points, [and] that’s what affected me. I already felt like I had 
been living this stuff. The things that we were addressing in 
class, I had been living it and knew about it and maybe even had 
dealt with it. For White people it’s as limited or as deep as they 
want it to be. For me it’s deep. It has to be deep because 
that’s me and that’s how people are going to react to me. For 
me it’s right there. It’s not like I can go home and forget about 
it. They choose. I’m not saying that’s what they are doing, but 
if they choose to they could, that’s where I made this 
distinction. They were at different starting points. 
Angela: Some of the videotapes were good, [like Tale of “0”] 
and the videotape of the kids, of course. That was informative. 
You know that was new stuff. But the old stuff, like people 
being surprised that the video “True Colors’ the one where the 
Black man is trying to rent an apartment and get a job you 
know, that’s old hat. Where are their heads in the course, 
buried in the sand? They don’t believe that this existed and here 
it is nineteen ninety-something. That got repetitive after a while. 
It would evoke a lot of memories and then you’d find things 
hadn’t really changed much since the 60’s. 
Paradigm Shifts and Arenas 
Another aspect of the curriculum that had significance for the participants 
was the presentations on classroom instructional, concepts, practices and 
the paradigm shift on intelligence. The paradigm shift Cahill described 
asked class members to reconsider and re-conceptualize their assumptions 
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about intelligence. He wanted to encourage a shift to a belief in the 
developmental capacity of intelligence. This was a conceptual shift that 
does not place fixed parameters around intellectual capacity. This would 
then allow people to work with a pedagogy that directly engaged the 
linkage between effort and increased academic achievement. 
Once that connection was established, he offered a series of 
instructional “arenas” that allowed teachers to take greater advantage of 
very specific teacher/student interactions. These arenas encourage 
teachers to attribute academic success to effort rather than to being 
“smart”. He asked them to recognize and gauge the wait time for students 
to respond to questions. There was attention given to the use of tenacity 
and how to judge when teacher tenacity can promote student effort and 
achievement. All of the methods were to be used in classrooms that 
affirmed and promoted individual risk-taking. Cahill offered a structured 
set of activities, simulations, presentations and videos to introduce and 
facilitate class member synthesis of these arenas and concepts. 
Three observations must be acknowledged before describing the 
participants’ comments about this phase of the course. One is that many 
people in the course had previously taken classes with Dr.Cahill’s staff 
development organization and were very familiar with his work. Two of 
the eight participants in this study were enrolled in his class during a period 
that overlapped the professional development course in this study. Two 
other participants had previously taken his classes. For them, as for other 
class members, the repetition of this material was an issue. Some 
participants also raised a concern that there was fragmentation between 
the specialties of the two instructors. Related to this perception, many 
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class members did acknowledge this was the first time the two instructors 
had worked together and the course was experimental in nature. Angela’s 
comment illustrates some layers of significance from the lack of 
synchronicity. 
Angela: I think they dealt with it as much as they could deal 
with it. I think sometimes I sense [Cahill] overtook stuff in the 
course and that’s when I think he should’ve drawn on [Travis’] 
expertise and her experience and related some of his teaching 
understanding or whatever, you know, to racism. It was like 
there was a schism, his stuff was his stuff and [Travis’] stuff 
was her stuff. At times, they met, but not often. So I’m sure 
that they probably worked that out differently based on 
feedback and the evaluations. It seems to be that it’s about a 
course on effective classroom practices and anti-racism, then 
the two need to sort of like melt together, into some great shape 
or form. But maybe, that’s indicative of how difficult it is for 
people to deal with the issue of race. 
A final observation was the fact that the majority of African 
Americans were not classroom teachers. Two were in the classroom, one 
was a school administrator and the rest were CHANCE administrators or 
had student support functions. The information Cahill offered was 
designed and presented for an audience of classroom teachers. Those 
who had another role in the school were left to their own devices to make 
the matter relevant to their functions and interactions with students. I 
speculated on this dynamic during the course as I observed the decreased 
level of engagement of the participants and all the class members with this 
material. During the interviews the immediate relevance or lack of 
relevance of this subject matter surfaced and was discussed. 
During the interviews it also became evident that the participants had 
definite feelings about the manner in which the material was or was not 
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related to issues of race and racism. It is important to consider the 
comments participants made about how this content was presented and 
why it had an impact on them. Only one participant indicated a strong 
interest in synthesizing Cahill’s content on classroom practices with 
Travis’ content on racism. He was motivated because the synthesis of 
course curriculum directly related to some strong attitudes he held about 
the purposes and craft of teaching. The following comments illustrate the 
perceptions of the tensions he saw surface among the classmates: 
Kelly: There were times where I would, it takes a lot to lose 
my attention. But, there were times where and [it] probably 
[had] to do with the overlapping of materials. But there were 
times where I could sense people being a little bit turned off by 
all, by a lot of the arena discussions and not having as much 
time on the real stuff. You know, the real racism stuff that, that 
you don’t want to turn your head from, that you cannot be a 
passive active racist about, that you have, you know, to step up 
to the plate and, and be ready to, take on one-on-one, And I 
know, that I can’t remember, I couldn’t put my finger on the 
exact section or whatever. But I know that there were some 
sections where, I had to push myself to keep my interest and I 
could just, I would kind of look around the room and I could 
see some people. And more often than not people of color 
were being turned off by the amount of time we were spending, 
talking about arenas and the like. That’s an important piece. 
How, it is, kinda, talking out both sides of your mouth. But, it’s 
an important piece in that it identifies the areas where teachers 
and students have interactions. When I say talking out of both 
sides of my mouth, I’ll say at the same time that I could see 
people being turned off to it because it doesn’t really talk, 
specifically about race. It talks about interactions between two 
people. And yet you do have to dig a little bit to understand it, 
and to see the connection between when kids ask for help 
responding to answers. Certain Pygmalion behaviors are real 
clear. There’s no question about that. 
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Kelly’s statement captured much of what I observed. His statement 
also validated my belief in the desirability to forge an immediate connection 
between the two areas and the need to recognize the consequences of not 
making those connections evident to people in various professional roles. 
From this vantage point, the purpose of examining the other responses is 
to understand the implications of lack of immediate relevance of curricular 
material. Because of the focus on perceptions of the purposes and 
delivery of this particular subject matter, the analysis will be addressed in 
the following section on pedagogy and instruction. 
Pedagogy and Instruction 
The purpose and manner of instructional practices along with the 
style of each instructor elicited a variety of comments from the 
participants. The comments about both instructors will be integrated into 
this sub-section. The focus will be the significant impressions participants 
held about the pedagogy and instructional approaches. Participants 
appeared to value certain qualities in the pedagogy and instruction. These 
qualities were evidenced when they called attention to what they liked or 
what experiences they thought should have been more available during the 
class. Participants indicated that they valued: 
• Explicit analysis of the influence of racism in teacher-student 
interactions 
• Inclusion of actual school situations to process course 
concepts . 
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Facilitated venue for open dialogue about race and racism and 
the prospect of hope 
Some participants believed, in regard to students’ educational welfare, that 
the pedagogy and instruction needs to address biased attitudes particular to 
the schools’ climate. They saw the climate as influencing teacher-teacher 
and teacher-student dialogue. In terms of an explicit analysis of the 
influence of racism in teacher-student interactions they said: 
Rosa: ... my feeling is that the racism piece should be able to 
stand alone. I think the racism is the biggest problem. [Our] 
teachers are generally good teachers. But, when it comes to the 
racism piece, I think they could all benefit from more of that. 
Wilma: Yeah, yeah, I know cooperative learning. Yeah, yeah, I 
know effective instruction, but you don't get to a point of 
teaching in an unbiased way only through doing these 
techniques. We didn't deal with problems of a kid, where you 
try all this understanding teaching stuff and they're still turning 
in nothing. What I found really interesting was watching people 
grow from having a problem with a big, black kid, to trying to 
do something to help big, black kids and not being afraid 
anymore and realizing that they're just babies inside, too. 
Angela: I think it could’ve generated some discussion, about 
effective teaching, [and] tenacity. Do[ing] a case study on 
some kids is a perfect opportunity for [Travis] to say, “where 
does race enter into all of this? How do you interact with that 
student and how [do] you treat that student? What would you 
expect from that student?” 
[Cahill]could’ve explored a little bit more if you were a white 
teacher dealing with black students on a daily basis. How does 
race enter into that to get people to take a look at their daily 
interactions, with people of color? Because generally, 
sometimes you’re not talked to in the same way, because you’re 
a person of color. A teacher might say something to a colleague 
who happens to be white, but they wouldn’t dare say it that 
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[way to a] person of color because they think you’re going to 
be sensitive to that issue or whatever. Or maybe not sensitive to 
the issue, do they know what the issue is? 
Some participants felt the course material could have been better 
integrated if it had greater inclusion of their actual school situations to help 
them process course concepts around racism and effective classroom 
practices. Some even expressed some frustration that the course did not 
deal more exclusively with racism and effective teaching. 
Angela: ... but if you just took a look at the title of the course, 
you would think that 95.5% would be dealing with racism as 
opposed to effective teaching strategies in the classroom. 
...Every other word in here should be race, or racism, or color, 
or something like that. It’s like you just have to keep going 
back to it. You do. There it is again and it’s pervasive and it’s 
through everything, how do you walk by the school, in terms of 
school community and you have to think are they closing the 
door, anybody, because I’m black or is it because they’re rude. 
You have to think all of the time, because people shut doors in 
their faces all the time. 
Wilma: And we didn't explore things, which [are] happening 
this year. [For example] this teacher is working with this kid 
and he's gone from doing no homework to getting everything in 
and the teacher gives him a D, because she says “he just doesn't 
have what it takes”, and it's a lie. He does have what it takes. I 
know he does. And he has shown great improvements in every 
other area, ... [but] this person has their mind made up that this 
is the type of student this person is, and that's the only grade 
this child can get. And I think those are the real world 
situations. 
Cornell: It almost seemed like, at some point[s], you had to 
take an educational theory class. So, a lot of the time, I was 
taking what he[Cahill] was saying and sort of translating it. So, 
most of my time with him I spent either sort of decoding or 
translating how it applied to me personally in school, in work or 
like I said not seeing and connecting to what he was doing. 
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Angela: I think maybe that should have been more of the 
course, too. People actually sharing things that were happening 
right then and now, instead of going back into the museums and 
what have you. But each week, people did go around and share 
stuff, and maybe there should have been a little bit more of that. 
Jessica: I still felt that both [Travis & Cahill] were outside of 
the experience. That they didn’t know, I’ll just say that, they 
were kind of outside of the experience of what was actually 
happening in the schools. .. .1 wanted [Cahill] to use that 
course, to get people to say “come in my room”. I wanted 
people there to say, “I’m willing to put myself on the line,” so 
we’re looking at those issues of expectations. Or you’re 
looking at the involvement of kids in the class, I wanted people 
to say ‘you could come into my classroom and check it out.’ 
In terms of a facilitated venue for open dialogue about race and 
racism and the prospect of hope, one person said: 
Jessica: The number of people that showed up [made a 
difference], because there has been a lot of lip service .. in the 
past. And a lot more commitment, I think the people that, I 
know I couldn’t keep it up every week, but the people, there 
clearly was a group that kept going and that were honestly open, 
interesting and just. That was a real strength of the course. 
As previously noted, several participants felt the recruitment effort 
had indeed attracted the people most disposed to discussing these ideas. 
Yet the expectations indicated that they knew it would still be a challenge 
for their White colleagues in the class; they knew there would be 
resistance. Their desire for real dialogue was met. They saw growth in 
awareness and willingness to take action in their colleagues and in 
themselves. For the participants, the evidence of personal growth and 
increased professional responsibility was the realization of their hopes. 
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Wilma: The first phase I guess was very exciting, I think 
because it was watching everybody grow, myself included. ... 
Hearing people talk and their own attitudes, and whether you get 
hurt to hear that somebody would even think that, or be that 
way. It was good to hear, because I knew that they were 
speaking honestly and for a lot of people it is hard to speak 
honestly. Also it was nice to not come from an attitude of a 
victim. But you did kind of sit back and go “yeah, yeah, yeah, 
this is the time for you guys to learn something.” ... I went 
through another multicultural education program, where there 
were no other Black teachers to even put in. ... They didn’t deal 
with their own racism. They dealt with racism of other people 
but not how you felt personally or what have you done. And I 
think what made this course extremely powerful was that you 
dealt with your own. Because I think personally by dealing with 
your own stuff, then you can go around and deal with others. 
The sense of hope was elevated when Black educators felt the 
instructors showed recognition of their needs and circumstances. 
Cornell: I really got that good vibe off the group because they 
were coming from all types of different directions ... and [Dr. 
Travis] would be able to feel that and I would be able to take 
from that. Oh, I never thought about asking quite that way or 
never even thought about that issue period. 
Ellis: I think the style was perfect because they had to [be] 
sensitive towards people's feelings and opinions about the 
situations. You know, when people say “I just didn't know” or 
“I never experienced anything like this” or “it's tough”, but now 
people are looking at me and saying that ‘I'm racist’, and being 
sensitive to those issues. 
There were some particular implications for Black educators in this 
climate of heightened openness. While they chose to be there and be 
supportive of the course and its members, there were times when the 
Black participants were frustrated by the naivete and lack of sensitivity 
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among their colleagues. At times they saw colleagues who perceived 
themselves as being enlightened about the issues while demonstrating that 
they were not as aware as they believed. At the same time the participants 
recognized dynamics of White privilege impeding their colleagues’ capacity 
to see aspects of themselves they were not prepared to publicly accept. 
One participant remarked that another Black class member thought White 
people were “further along” and was hurt by the realities she confronted 
during the class. This participant noted that by expecting too much too 
soon from the White class members, Black people would be caught off¬ 
guard by the inability of people to meet that expectation. As one 
participant put it: “I’m already hardened.” All of these factors made it 
much more difficult for Black people to build trust, even when heightened 
trust is desired. 
One factor that many of the participants noted was that much of the 
course appeared to be geared towards the White people. The participants 
indicated this was true about the course readings, assignments and even 
the overall course. 
Cornell: [Regarding the book “Education of a WASP”] 
Actually, what I thought about it when I was reading, I said 
maybe this is sort of for the White people that I met in the 
course. That you know, because maybe they’ve had similar 
experiences you know but it didn’t seem realistic to me. It 
didn’t give me, I didn’t take anything out of the book except 
that a lot of times, White people are very naive when it comes to 
race. Whether it be by choice or just by the way that things 
happens, you know. That’s probably what I took away from 
the book and I didn’t need to read a book to know that 
(laughing). We were [also] given an assignment to, you know, 
put ourselves in a place where we’re the minority, which to me 
was like, “what do you mean?” I didn’t know what that meant, 
because for the most part that’s where I am. ...Maybe for 
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White people, yeah, they do have to make a special effort.... but 
I’ve never had an assignment where the assignment was, you 
know, live your life. 
Angela: I think the course was geared more towards the White 
folks. They’re the ones that really needed to examine their 
attitudes about race and to raise their level of consciousness 
mainly because of the worlds that they’ve lived in, as they’ve 
grown up. I think most of the people in the course shared, but 
they basically grew up in a White world and didn’t really have to 
interact with a whole hell of a lot of Black people. Where as a 
Black person, from the day that you’re bom and until the day 
that you die, you have to interact with them. You have to leam 
both worlds. They were coming from a whole another 
perspective than we as the Black members of the group were. 
The majority of the participants questioned the extent of self 
awareness Cahill had achieved toward his own personal understanding of 
racial privilege and racism. This perception took on more impact when 
others indicated that they thought his involvement was designed to sell his 
books and develop a new course for his private business. Many of the 
participants responded to his work as being valid yet ’’mechanical” and not 
integrated with the interpersonal dynamics of racism. The impact of the 
combination of these perceptions was to seriously compromise his 
credibility among most of the participants in this study. The following 
comment captures many of the concerns of six of the participants. 
Wilma: You know, it's funny, now looking back on it, then I 
didn't think it, but now looking back on it, sometimes I thought 
[Cahill] sounded very condescending, you know, like “oh, very 
good.” Everything was very good. And like no, I wasn't very 
good. Why don't you just call a spade a spade. I don't mind 
people telling me, “hey, you know, I don't like that.” I trust that 
as being more honest than everything always being good, 
because everything isn't always good. And so then I started 
thinking more and more about it and I started thinking, “hmm, 
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smacks of white privilege again”, and it's not that anything he 
would and see, I always make excuses for people and their 
feelings. That's what I always do. That's my own thing. But I 
just think that he can't get away from it, because it's something 
that you're used to. It's like that smog you breathe in, you blow 
it out once in a while and I don't think he even realized it... 
Climate 
The participants’ perceptions of some aspects of the course climate 
have already been noted indirectly in other sections of this chapter. At this 
point, I will highlight two facts that impacted on the course climate and 
were noted by the participants. These two factors are the significance of 
having a critical mass of Black people in the course and the impact of the 
presence of White colleagues. While referenced, earlier in the findings, the 
significance of critical mass for Black participants on the nature of their 
staff development experience deserves focused attention. 
Critical mass 
The relatively public expectation that there would be a presence of Black 
people in the course had some interesting consequences. Of the course 
participants, 33% were people of color. During the course many of the 
White participants said the Black people were a source of information 
about a topic they consciously knew little about. For the African 
Americans in the course, this training experience was the first time they 
had been in a training setting where Blacks were that well represented. 
This first course’s success in having a critical mass of Black educators 
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had a positive impact on each Black participant. One participant said being 
in this course was made easier because he did not have to respond every 
time something was said or done that needed a Black perspective, 
clarification or correction. Another spoke of the value of getting together 
informally during class breaks or for lunch to touch base with other 
Blacks. This replicates the self-segregation pattern of behavior educators 
often acknowledge among Black students in largely White schools. 
Several participants said that, while at different levels of awareness and 
experience, they could still be counted on to share the responsibility to call 
attention to racism. 
Two reasons were noted for the successful recruitment of African 
Americans for the course. The first was the inclusion of explicit 
discussion about racism in the course. The CHANCE directors had 
worked very hard to see this topic included in the curriculum and once the 
anti-racism focus was established it was said that “[we] packed it in the 
front end, because we were so interested in doing it.” Another reason 
relates to the previous commentary that some participants felt they had to 
be there to assure that the focus on racism was maintained. They also 
wanted to help educate White colleagues that people knew in their school 
as being interested and willing. There was a larger purpose for being there 
beyond their own personal interests. Rosa said: “I think it was very 
important to have Black people there for it.” 
Bryant: I think that what was interesting, was that [for] a lot of 
folks at the first group it was the first time that many of the 
Black folks even knew they existed in the town. [A]s far as for 
the teachers, like if I look at the Latina I never knew she was 
there. 
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Wilma: I do share some things, but it’s good to hear the other 
people share their things too and also how they feel about 
things. ... You know it’s kind of like a little validation of your 
feelings, like you’re not alone in feeling a certain way and I think 
that was the great significance of having other Blacks. I think if 
I’d have walked in there and I’d have been the only Black, I 
don’t know if I’d have stayed. I would have been like I don’t 
think so. Who knows? 
The presence of Black colleagues who people did not previously know 
was also significant. They represented the potential for new perspectives 
that may or may not always be perceived as useful in discussions on race. 
Sometimes things could be said by a Black participant that would be 
unsettling to others. Having a numeric presence allowed people the 
opportunity to talk to each other about familiar and unfamiliar attitudes 
expressed during class. Black participants then had options to discuss 
questions and concerns among themselves and with the instructors. 
Angela: I can’t say I connected with all of the people in the 
group. It gave me some people to relate to who were maybe 
seeing things through. When you are in the very minority, ... in 
terms of numbers, there really aren’t too many people that you 
can search around the room and say “you’re at that point again” 
you know? So that was a help in terms of dealing with the 
course or even to talk with outside of the course. Because you 
did know some of the people and you did work with some of 
[them] going out to get their chicken [or] fish [lunch], and all of 
that stuff. 
Some Black participants also noted that the critical mass of Blacks in the 
course allowed them to break some tendencies that generally surface when 
there are only one or two Black people in a predominantly White group. 
Wilma: [W]hat I really liked is that we didn't all sit together in a 
group. Because then sometimes I used to do this in college. I'd 
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see us all sitting together and of course, it was my buddies, but 
then I thought, I want to sit over here and just push in over 
there. Because for some reason I always felt like by sitting in a 
group, I am doing exactly what people want me to do. But 
when I go and sit where you're sitting, then it's kind of like 
doggone it, why didn't you sit over there where she belongs? 
So it's kind of like I'm making people a little bit uncomfortable. 
Just like we went swimming in the pool [in the 60’s] and cleared 
[White people]out the pool. There's a little bit of that, too. So I 
was kind of glad that we just interspersed and mixed around and 
yet touched base with each other all the time. 
Bryant: But I think the real piece that I don’t think they will be 
able to capture in any of the [future]trainings, as long as we stay 
with NNI, is the number of Black folks that are coming there 
and that balance. ... I think the [strength] and the forcefulness 
of the group made the White group also sort of be accountable 
because they couldn’t escape. That is something slipped by one 
of the people of color, it didn’t slip by somebody else. It was a 
check and balance and in some things, I might say “I’m not 
even going to deal with that.” ... So what we learned and what 
we picked up from [the presence of a critical mass] was far 
greater than I think what would come in any other time. 
Some of the participants noted that beyond the critical mass it would 
have been valuable to have some component of the course promote 
discussion in same race groups. One participant elaborated about the 
many possible benefits of having this opportunity during the course as 
something that was of direct benefit to the Black people. This was 
especially significant given the very limited opportunities these participants 
had, outside the course, for interaction. 
Cornell: Well, I would’ve liked to have had more Black people 
you know, or I would’ve liked to have had a Black component 
you know, or a component where the African Americans in the 
group sort of got together. I’m not saying to completely 
segregate but at least a segment of the time. Like I said at the 
time, I know it’s reduced now but at that time, we’re talking 
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about 54 hours you know. Well 54 hours, give us four hours. 
The Black people that talk about some of the things that you 
know, maybe you know, like even what we’re doing here, talk 
about our backgrounds one time, talk about our jobs another 
time. We can hear where people are coming from and because 
you know, I guess at some point you know, I realize that not 
every Black person has the same story to tell. Not everyone’s a 
poor Black child that came out of the ghetto and projects, 
against all odds to make it here, you know what I mean? And I 
want to hear those stories. I want to hear the one about the kid 
coming out of the ghetto, out of the projects or whatever. I do 
want to hear that story, but I also want to hear the other stories 
and everyone’s stories, you know what I mean? 
Cornell’s comment indicated the need to recognize the diversity of 
experiences among the participants and for a designated time to get to 
know the others. Previous comments by participants about the value of 
cross-racial dialogue are not diminished in discussions about critical mass. 
The comments are consistent with behaviors and attitudes in some stages 
of racial identity. The recognition of encounters reminding you of the 
social limitations racism imposes on Blacks continues to be evocative. For 
Blacks in this study, who chose to work in predominantly White schools, 
the need for affiliation and cultural validation was still apparent and 
deserves institutional recognition. 
Each of the participants referred to the latitude and freedom they felt 
by having more African Americans sharing the course experience. No one 
expected every Black person to be of the same mind. They each 
experienced the flexibility to choose when and when not to speak up, 
when to connect before, during or after the course, and even in making a 
decision on where to sit. As importantly there were a range of people with 
whom they could choose to connect and engage. 
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Bryant: I think for this course to have the greatest impact, I 
think the critical mass is important. I think that under 15% of 
the group, maybe 10 or under everyone sort of loses it because 
what happens without that critical mass is that things are just let 
go. People who have been beaten and it’s gotten so they don’t 
fight every battle, something’s going to go past [them], but in 
some cases you need some of those people, when anything 
comes they’re ready to fight. Fight every battle. It’s important 
to see that even for the White folks. 
The significance of critical mass is seen in this response to have 
benefits for Whites in that setting. Black people need to have the range of 
their experiences represented. White people in their schools have limited 
opportunity to be in a setting with a number of Black people from a variety 
of circumstances and opinions about race and their roles in schools. This 
observation was borne out with Whites in the class recognizing the 
uniqueness of the mixture of class members and the chance to hear a 
variety of perspectives. During courses that followed this one there were 
two sections of the course running concurrently. Due to the number of 
people of color enrolled, a decision was made to place them all in one 
section of the course to avoid having a very small number in each section. 
The people in the all-white section complained repeatedly that they were 
losing out by not having people of color in their class. That response 
indicates the expectation some Whites may have of people of color in this 
type of experience and the pressure that expectation can impose when 
people of color are present. It also makes a compelling case for assuring a 
significant presence of Blacks and other groups of color will support the 
nature and quality of their experience. 
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This concludes the findings for the third research question: What 
curricular, pedagogical, and climate features influence the nature of a 
professional development experience for African American educators? 
This section also provided a basis to consider what the African American 
educators took away from this professional development experience. The 
findings represent participants’ responses to the curriculum, instructional 
practices and climate of the course. They also reveal the variety of 
opinions about the challenges and opportunities for themselves and their 
White colleagues to have on-going dialogue about racism in the lives of 
students and their teachers in predominantly White schools. The findings 
indicate the substantial investment Black educators made to see that 
dialogue realized and sustained. 
Question #4 What Do African American Educators Get Out Of Such a 
Course in Terms of Strategies to Promote Anti-Racist Education in 
Predominantly White School Communities? 
The last research question concerns the significance of the 
professional development experience for Black participants’ efforts in 
promoting anti-racist education. This section focuses on what the 
participants realized from this course in terms of support for the struggle 
against racism. This discussion concerns their hopes and ideas of what 
lies ahead, and their attitudes about the people with whom they will work 
in that direction. This section also identifies some questions that continue 
to sustain their skepticism and caution about the journey they find 
themselves on as Black educators in predominantly White schools. 
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As noted, all of the participants entered the course with the 
expectation that it would help their White colleagues understand more 
about racism. They hoped the course would inspire their colleagues to 
assume more responsibility to address White privilege and racism imposed 
on Black students. What participants got from the experience was 1) a 
belief that some of their White colleagues were indeed better prepared and 
more committed to work as allies against racism in their schools and, 2) a 
heightened recognition of the work that lay ahead for them. Whether a 
relatively new educator or a more seasoned professional, they all had an 
understanding about the systemic nature of racism and that there was no 
quick fix. In effect, no one had grand illusions of what would change as a 
result of the course. They wanted to see what would happen. After it 
was over they spoke of what they got out it and the journey that lay ahead. 
In these comments we find some of the shortcomings and limitations they 
perceived of the course. These comments illustrate the outstanding 
concerns and issues and should be considered in future planning. 
Cornell: What did I get out of the course? I think that maybe 
what I did get out of the course was the sense that we ‘re 
working towards something. We, being the educational 
community, specific [ally], the seven towns that are involved in 
this. That we were working towards something that we are 
beginning to address. However, we have a long way to go and 
I’m not sure if this is what it’s gonna take. You know, so I did 
get that sense that there was a genuine effort made by every 
town that was involved. At the very least begin to figure out 
what we’re going to do. I don’t know if this course or the 
route that this course is going to take is necessarily the answer 
or one of the answers. But I did get a sense of genuineness that 
we did want to address these issues. I think that there probably 
should’ve been maybe either fewer people or maybe even some 
more things done to build trust among the group. 
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I’d say at the end of the course, I was glad I took the course, 
very, very glad that I took the course. And also glad that it was 
over. It was a long haul, a lot of new things in the course were 
either things that I pretty much knew about. Or things that I 
just didn’t connect with [and] there was a core of things that 
were very much in tune with me and my experiences and I was 
glad for that, for that opportunity. And [I]came to the class 
every week with that optimism, that I was gonna get more of 
that. ... But overall, I guess it was something that I’m glad that 
I experienced I would recommend to probably more White 
people you know than Black people because I think that [the] 
ideal situation, some of the White people may be at the end of 
that course could begin to take another course where they could 
at least maybe have some of that foundation already. 
Cornell speaks of the road ahead needing some attention to trust-building 
and more training for Whites. His sense that “people are working toward 
something” may help Cornell create strategies that get the school to change 
the culture to embrace a wider range of students. His comments on the 
need for more trust-building comes as a critique the course. He wanted 
time dedicated to get to know more about the people, those that spoke up 
and those that did not speak up. Cornell said that at times he “didn’t feel 
comfortable” and those people that did speak alot did not bother him as 
much as make him “wonder about those who never spoke or get a chance 
to speak. I don’t know much about them even though we’ve been there 
and they have been there.” 
Angela’s initial expectations were that her colleagues would have an 
increased awareness about race and racism. Her following statement 
describe elements of the understanding she thinks would serve the 
educational and social priorities of all students. It also speaks to her 
recognition of the road ahead. 
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Angela: That there’s still a lot more work that needs to be done 
with the White people around the issues of race. That we have 
not come that far from the sixties to the 90’s. As I said before, 
the more things change the more they stay the same. Being in a 
town where the majority of people of color have [been] 
provided by bussing that’s a problem in itself. And that makes it 
even more striking that there are differences that exist. And we 
can’t all be one happy family because we’re not all one happy 
family in this world and people need to recognize [this]. I think 
that’s another thing, you get from the course that people need to 
recognize that differences do exist because of the mere factor 
that we bring the children on a bus to their community and then 
we expect those children, I don’t mean we, but the educational 
community, expects those children to be just like the children 
that are already living near. They’re not going to be and they 
never will be. Because of who they are and their own baggage 
and their experiences in life. So, that we had to make an effort 
to accept the differences and move on and not let it be a 
stumbling block all of the time. And I’m not saying make 
excuses for kids and I’m not saying more expectations, but I’m 
just saying as the adults in this situation, we need to think about 
what we use to help not only black children, but the white 
children. Deal with the differences that exist between them and 
move on, because they’re always going to exist. 
Based on the expectations of participants, the work on the journey 
ahead included engaging in more effective communication with their White 
colleagues where all parties feel heard and respected. Participants also 
spoke about their desire for effective communication with their White 
colleagues. Black people often felt invisible. Some of them felt that their 
concerns were not taken seriously and some also noted being expected to 
be on call as the source about being Black. They had a range of responses 
to the course in the progress of their White colleagues. These responses 
ranged from enthusiasm to act, recognition of what else there was to 
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learn, struggles with conflicting priorities, and no visible change at all. 
For them honest dialogue that was not tainted by stereotypes and 
misguided good intentions was important. They wanted to exercise 
leadership and support for the issues of Black students. They also wanted 
to be well rounded educators with a range of professional interests, and 
not have the value of their contributions be contained to one arena. For 
Kelly the challenge and opportunity of this belief came with the heightened 
sense of responsibility borne out of the learning’s from the course. 
Kelly: You know, somebody during February vacation, gave 
everyone a calendar of events in February and I had a few 
people come up to me and say, you know ‘thanks for the 
article.” I was like “it wasn’t me.” It wasn’t me this time. Uh, 
but I guess that’s a struggle that goes along with trying to, the 
struggle of not wanting to be, have everything Black come to 
you. That goes along with the territory of being actively 
involved in a course, in a way of thinking, in a way of trying to 
bring about some change. That people begin to look for you for 
leadership or begin to, I would hope begin to look to you more 
for leadership than look for you, look to you as someone who, 
as someone who “I think that he’d enjoy this article because it 
has to do with Blacks. 
I think that [is] one of the outcomes, that this work has had on 
me in, certainly over the last twelve months. The issue of race 
and of racism, is, like, right on my forehead. You know, it’s 
like right, it’s something that I don’t want those to be the first 
words out of my mouth. But it’s right there close to the 
surface. And I’ve been trying to check myself about that and 
watch that. And make sure that I don’t make that my first 
agenda all the time. ...But, there are times when I feel an 
obligation to, that I need to do something to bring about, to 
effect a change. And there are other times where I feel like I 
am obligated. Well there are times I feel obligated when I do. 
There are other times where I feel I am obligated that I don’t. 
There are other times when I feel I’m obligated and I can’t help 
it so I have to go, I have to do it. ... You know, I don’t have 
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any control over what people ask me but I do have some control 
over outcomes and it’s with respect to which direction does this 
conversation go. This color-blind society everybody talks about 
wanting to have where everybody’s the same ... I want people 
to know who I am and I want people to know who my sons 
are. And, for what they are, and not we’re all color-blind. No, 
no, no. 
Kelly also spoke of the importance of having a “common language” 
to help manage the pressure from the responsibilities he was prepared to 
assume. That sense of responsibility he spoke of was shared among 
participants. Most of the participants indicated this sense of responsibility 
was felt before the course but it was even more evident in the types of 
things they were doing after the course. Kelly spoke of the type of action 
plans he would encourage to address larger organizational issues. 
Kelly: When we got to the end, I knew where I was in my 
action plan. And I knew there was some other people in the 
group who uh, were more the shakers and movers than I was. 
But, in addition to, or instead of, doing the case study a 
particular and specific plan of action can and perhaps should be 
an alternative or and additional activity. I think that the case 
study is great to focus on that one person or that one student. 
That’s an important first step. And a second and ensuing step is 
..., and for some people this is an enormous question, how are 
you going to try impact the system where you’re working? You 
know, what action can you take by yourself? Some people 
might say ‘well... there’s nothing I could do.’ Well if there are 
five people in your system who say there’s nothing I can do 
individually, maybe collectively, certainly collectively, there 
should be something that can be done. 
Kelly’s journey centered around his beliefs about schools, student learning, 
colleagues attitudes and organizational practices. Wilma also spoke of her 
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vision of the journey. She had a growing need to be a more active 
advocate for students as she called attention to racism. 
Wilma: I remember growing up and hearing people say they 
just went crazy because things got so hard. And I think in order 
to protect ourselves and to keep us from going crazy because 
things got so hard they couldn't handle this constant stuff. You 
don't notice it. And I think we had gotten to the point in my life 
with my husband and myself and my daughter, where we live, 
that you don't want to notice it, because you'd go crazy. So 
you just [start to say] ‘they have a bad hair day’, [and] that's 
why they're so rude. Or, they are probably taking their time 
because they can't, you know, so you give excuses to people 
for out-and-out acts of racism. 
Whereas now I [am] calling it to everybody's attention again in 
a way that wasn't so they would go crazy, but just to realize... 
Especially since I have an impressionable teenager,.[and I say to 
her] ‘Don't fall into this trap of... this is how we act’, because 
we don't all act like that. I don't act like that, you don't act like 
that, so why believe that we should act like that. 
I was the type that saw it before and I would mention it 
occasionally, but I always worried about do I want to get 
anybody upset here, because I want to make sure that I keep 
my job. And now it's like people have got to know and if they 
get upset, good, and let them feel like I'm being overreacting, 
but what it does is it brings it to their consciousness and that's 
basically what I was doing was raising consciousness. 
At school, colleagues were going ‘oh god, here we go.’ I just 
pointed out, ‘look at that book, that's not very cool’ and ‘that 
could be a racist slight’. Whereas now, my department chair 
says ‘you have me looking at things so differently’ now that I 
really measure what I say, because I really am concerned that I 
come across right. And I really am appalled when I hear certain 
things. So even now it's starting to affect even when [we] are 
standing in line at the store, I have people thinking about those 
things, when people make these racist statements or say these 
little off the wall attitudes. It's kind of like a virus. They don't 
know they've caught it, but they're noticing it. 
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But I really feel what I saw happening, [in] the beginning you go 
[to the course] and you’re Black and you think, ‘oh yah, well 
this is my thing here, and you’re going to learn what I have been 
going through.’ [then]seeing the pain [and] some of what they 
went through. [It was there]I first got it that racism didn’t just 
hurt me for once, that I’m not going to be just the eternal victim 
all the time, that we’re all victims. And I think the overall 
message I got from it, that we are all victims when it comes it 
racism. 
Wilma’s insights about the scope of damage done by racism was 
increased through the course. She saw herself as a diligent and effective 
teacher of students of color in other settings. Yet prior to the course she 
said the expeditious attitude for her was to look the other way at personal 
racist slights and indignities because “people went crazy’ if they let 
themselves absorb it.” After the course she seemed to looking for ways to 
acknowledge and address racism with less fear of the psychological 
assault. She does not want daughter go through the same social pressures 
she encountered. Her motivations are also grounded in wanting students 
of color bussed from the city to be seen as full and valued participants in 
their school community. Her comments alert us again to the pressures felt 
from being a racial minority in any setting and the struggle to cope with it. 
It is a message that has to be understood by anyone wanting to be in 
solidarity and support the work for anti-racist schools. Participants took 
part in a variety of initiatives after the course. They worked on staff 
development and student development projects with other course alumni 
and their school-based colleagues. Some of the post-course activity was 
directly related to new presence of graduates who had become designated 
as district trainers. Some of the activity was seen in an increase of forums 
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created for students and supported by participants in concert with other 
alumni and colleagues. The strategies furthered staff development on a 
district and school-based level. A description of some follow-up activities 
will be summarized in the last chapter of this study. 
The African American educators who took apart in this course 
realized a range of subtle and important benefits from the experience. The 
benefits came in terms of a series of refined methods responding to the 
challenges of working in a largely White setting to adds racism. There 
was recognition of the emotional costs to participate in such a course and 
to do the work required after the course. In general it appears that the 
benefits did outweigh the costs, but the costs are not lost on them or his 
researcher. It is hoped that calling attention to the costs and benefits 
incurred by Black educators to take part in any anti-racism initiative would 
be considered and minimized through greater thought in planning, 
implementations and evaluation, The implications and conclusions of this 
study that follow will call attention to these areas. 
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CHAPTER VII 
CONCLUSIONS, RECOMMENDATIONS AND IMPLICATIONS 
Overview of the Study 
This final chapter synthesizes the major findings and implications of 
this research and recommends further action. It also includes my insights 
from the inquiry process. For two years I observed an innovative staff 
development experiment that sought to encourage major changes in 
suburban teachers’ attitudes about African American students. The course 
sought to move teachers from condoning passive racism to supporting 
active anti-racist attitudes and behaviors. I was compelled by the 
opportunity to carry out this study partly because I am an African 
American educator who has worked to diminish the existence of racism in 
predominantly White schools. 
I examined the experiences of the African American educators who 
participated in the first year of the project. This study’s design included 
ethnographic observations and in-depth interviews with eight Black course 
members. What was it like for these African Americans to have 54 hours 
of structured discussions about race, racial identity and racism with White 
colleagues from predominantly White suburban schools? What did they 
expect and what did they think was accomplished? Did they believe the 
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goal to increase achievement of African American students in a less racist 
school environment was advanced? 
The first chapter addressed the study’s significance and provided a 
backdrop for the conclusions. In that chapter I stated that specific 
dimensions of the life experiences of Black educators shaped their 
professional attitudes in suburban schools. I also speculated that 
encounters with racism which shaped their racial identity would inform 
their roles as educators and their perceptions of Black students and their 
families. I thought their perceptions of racism and their roles as educators 
would influence their expectations of the course. I also believed this study 
held significance for White educators who are supportive of educational 
equity. Finally, I saw this study as having significance for pre-service and 
in-service teacher training. More specifically I felt that information about 
how Black educators perceived the effectiveness of a course with these 
goals would be valuable to staff developers addressing racial equity and 
diversity issues in designing their training plans. 
The primary research question guiding this study asks: What is the 
experience of African American educators in predominantly White schools 
participating in an extended anti-racism staff development experience? 
The four related sub-questions inquire about Black educators’ goals and 
motivations, the influence of their awareness of racial identity, perceptions 
of the instruction and curriculum of the course and how they felt the 
experience would promote anti-racist education in their schools. 
The conclusions derived from these research questions are intended 
to encourage teacher trainers to explicitly consider the costs and benefits 
for African Americans in training sessions that address the issues of race. 
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The Black participants strongly supported the course goals and they 
wanted the course to meet success. While all of them had positive 
experiences in the course, the findings of this study also indicated that at 
times the emotional costs of participation were high. It is clear to me that 
these individuals were exceedingly motivated to participate in this first 
course and step into unknown and turbulent waters. I respect their 
decisions to see their own schools demonstrate an expanded commitment 
to all their students. Sharing their desire to see training of this type 
continue, I hope the following conclusions, recommendations and 
suggestions for future research pave the way for people of color to be 
recognized and affirmed. 
Conclusions 
This inquiry finds that African American educators: 
• Want staff development that provides comprehensive and 
reflective approaches to address racism 
• Want a curriculum that explicitly addresses White privilege, 
racial identity theory, and the institutional and interpersonal 
dynamics that perpetuate racism. 
• Want instructors experienced in facilitating anti-racist training 
• Want indicators of individual and institutional commitment to 
anti-racist staff development 
I will briefly review each of these conclusions. 
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A Comprehensive, Reflective Approach To Racism 
Black educators wanted this staff development course to include a 
comprehensive and reflective examination of racism. For them, after 
years of other training efforts, making teachers and schools more effective 
with Black students meant making racism central in the training agenda. 
This conclusion should be recognized and understood as attending to four 
areas of concern for the participants. These concerns are: 
• participants’ continuous experience with racism as a 
significant negative factor in the lives of Black people 
• participants’ wishes that White people be more responsive and 
aware of the impact of racism in predominantly White settings 
• participants’ perceptions of instructional effectiveness 
• participants’ personal sense of responsibility to address 
racism 
These concerns reveal participants’ motivations and perceptions of 
curriculum and instruction. They also highlight the influence of racial 
identity development for the participants. If teacher trainers understand 
and incorporate these factors into their instructional frameworks, they will 
be more effective with Black participants and support anti-racist attitudes 
and behaviors among White participants. 
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Racism as a Significant Negative Factor 
These Black educators had strongly-held beliefs about the negative 
impact of racism in their own lives and believed racism pervasively 
influenced the lives of all Black adults and children. These beliefs, fueled 
by their varied professional and personal experiences in predominantly 
White schools, combined to drive their interest in having this course deal 
comprehensively with the issues of racism. 
These participants experienced racism throughout their lives. The 
pressure of racism on Black educators has also been corroborated by 
research (Foster, 1990; Delpit, 1988; King & Wilson, 1990). Most of 
them grew up during the civil rights era and had been influenced by the 
discourse of Black pride and solidarity. Some, from the South, also lived 
under the influence of legalized segregation. Some of the participants went 
to predominantly White schools most of their lives; some were still in the 
process of clarifying an understanding of their Black consciousness. 
Often childhood and adult encounters with racism had been internalized 
without the benefit of processing so the reflective quality of the course 
gave these people the chance to sort out how racist encounters influenced 
who they had become. While unanticipated and painful, the opportunity to 
reflect was generally seen as an important aspect of the course. 
These participants were not accustomed to having their experiences 
with racism validated in their professional settings. Many were CHANCE 
employees and either the only one or one of a few Blacks in their schools. 
Their relative isolation was countered by the circumstances in the course 
that gave them an opportunity to reflect on these experiences with a 
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critical mass of Black people. Carlo (1992) studied an urban public high 
school’s responses to multicultural change. In the conclusions she 
stressed the importance of establishing a critical mass of like-minded 
colleagues to counter the detrimental affects of isolation in ones’ work to 
advance multicultural change. In this course, the participants were able to 
have more Black colleagues present who knew what it was like in these 
schools and could share the emotional demands of dealing with racism. 
For these Black participants, a comprehensive approach to racism included 
validating their experiences as racial minorities in their schools and in a 
racist society. The visible presence of Black colleagues supported their 
thinking about ways in which to deal with racism and be able to work with 
White colleagues who were interested in gaining a better understanding of 
the impact of racism. It is important to note that they never talked about 
the course as a vehicle to examine their own experiences with racism. Not 
recognizing the opportunity to have the course address their own 
experiences with racism was the price they were willing to pay to on make 
it work for White people. 
Wanting White People to “Get It” 
This comprehensive approach linking issues of racism and effective 
classroom practices was seen as a strategy to help White colleagues 
discuss topics they typically avoided. The course title: ’’Anti-Racism and 
Effective Classroom Practices for All Students” established a standard of 
accountability the participants used to measure the relevance of the 
curriculum and effectiveness of instruction to have Whites become more 
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aware and responsible. This was an essential objective of the 
comprehensive and reflective approach. Significant frustrations were 
evoked when the African American educators saw racism being 
disassociated from pedagogical practices or beliefs about intelligence 
because White teachers working with African American students were less 
likely to recognize the connections. 
The Black participants felt very strongly that a comprehensive 
approach should explicitly address racism because an exclusive focus on 
instructional practices was not enough to improve the quality of life for 
Black students. This belief was firmly held by the participants who had 
been involved in prior training that focused on African American student 
achievement but which did not deal explicitly with racism. They felt this 
was the missing link. In other words, adding the dimension of racism into 
the discussion of achievement was critical to addressing the issues that 
were affecting the African American students in their schools. This 
acknowledgment of factors of racism in student achievement and in 
school policies has been well documented (Banks & Banks, 1992; Delpit, 
1986; Nieto, 1996; Sleeter and Grant, 1987, 1994). 
All of the participants, whether involved in the planning of the 
course or not, felt it was essential that their White colleagues do something 
about racism in their schools. Based on what African Americans had seen 
in the past, they believed that prospective White allies had to be engaged on 
both an intellectual and personal level for resistance to decrease. The 
discussion of racism could not be exclusively sustained on a theoretical 
level. As the course progressed, the Black participants recognized the 
personal risk-taking of some White colleagues. Seeing White people’s 
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struggle and their movement toward making tangible commitments allowed 
Black participants to feel Whites were beginning to address this work on a 
personal level. Seeing this personal reflection gave them an indication that 
perhaps, some of the White people were “getting it”. End of semester 
comments from White participants indicated a strong preference to 
continue talking on a personal level about racism. This may indicate that 
they were beginning to take racism more personally. Their desire to 
continue personal examination also supports the value of having a 
reflective approach to racism in a course addressing these issues. 
The staff developers were justified to provide individualized self- 
reflective and critical analysis activities that were shared with the full 
group. These activities fostered a conceptual understanding of the impact 
of racism on all people. Furthermore, these activities promoted the cross- 
racial dialogue Sleeter (1994) suggests is essential to deconstruct White 
racism. During their interviews, few participants recalled having sustained 
personal and professional relationships with Whites. While some spoke of 
childhood friendships that faded over time, no one recalled having seen 
Whites engaged in their own struggle to confront racism. The venue for 
witnessing personal reflection and disclosure was important for Black 
participants because they saw growth in racial awareness among the 
Whites who worked with Black students. 
Perceptions of Instructional Effectiveness 
The participants assessed the instructional effectiveness based on 
the facilitators’ depth of insight about racism, presentation of subject 
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matter, and instructional style and personality. The course’s anti-racist 
goals served as a standard to gauge the quality of instruction. The Black 
participants identified a number of qualities which they associated with a 
successful instructor of a course designed to promote honest discussion 
about race and racism. These qualities include: 
• being mature in examining their own experience with racism 
• being knowledgeable about their own racial identity 
• being able to diminish Whites’ resistance to acknowledge 
responsibility for racism 
• being able to recognize the impact of racial isolation in 
predominantly White settings 
• being able to recognize attitudes and behaviors of White 
privilege 
• being able and willing to listen 
• being able to facilitate dialogue about race and racism 
Instructional effectiveness is an essential ingredient in a 
comprehensive and reflective approach to racism. In their discussions 
about the effectiveness of the two course instructors, Dr. Travis was 
viewed as a successful trainer. They indicated that Dr. Travis’ approach 
engaged Whites and engendered confidence because her manner did not 
evoke feelings of guilt in ways that allowed Whites to distance themselves 
from racism. One White woman early in the semester exclaimed, “I don’t 
have to feel guilty to be here!” (Field notes, 1993, p. 8). Creating this 
climate was a priority because Blacks had seen many Whites resist the 
discussion as not relevant to their situations. Another compelling quality 
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seen in this instructor was that her theoretical understanding appeared 
grounded in lived experience and she also knew the nuances of racism in 
predominantly White settings. They concluded that her personal manner 
and instructional style embodied the characteristics of effective anti-racist 
training. 
The participants’ collective response to her was contrasted to their 
response to Dr. Cahill. He was not perceived as a successful anti-racism 
trainer partly because his approach was seen as scripted, theoretical and 
without the grounding of insight from examined personal experience. This 
made the instructors’ stylistic differences more apparent. The participants 
judged the instructors on their ability to present content on racism and link 
it to the lives of adults and students. Helms, (1992) suggests that in staff 
training that addresses racial identity theory and racism, different racial 
groups may need to be approached in different ways. For the Black 
educators in this study, the instructors’ effectiveness in addressing racism 
significantly influenced the quality of their experience. 
Sense of Responsibility 
Black educators felt an acute sense of responsibility to assure issues 
of racism were thoroughly examined in the course. That sense of 
responsibility was noted as they put themselves in the position to support 
teaching Whites about racism and, for some, to assure the focus stayed on 
racism. Assuming this role is significant, because all of them talked of the 
emotional wear and tear of being expected to teach White people. African 
American educators reported feeling that the more they knew about 
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racism’s devastating impact, the more they felt a sense of responsibility to 
be actively anti-racist. According to Black racial identity theory (Helms, 
1992), consciousness and commitment to one’s racial group is more 
evident an individual racial consciousness evolves through the stages of 
development. The increased commitment to resist internalizing racist 
projections about Black people was evident in participants’ descriptions of 
their evolving racial consciousness. A major segment of the interviews 
focused on how these educators experienced schools as students and 
adults. Their stories revealed the tensions and challenges of sustaining 
their vigilance to racism. Their responses led me to consider the 
relationship among increased personal knowledge about racism, the 
emotional impact of others’ ignorance, and the need for increasingly 
sophisticated coping skills to navigate professional and personal 
relationships. 
It may be helpful to compare the survival skills referenced by the 
Black participants and the practice of culturally relevant pedagogy 
examined by Ladson-Billings (1995). Both include supporting students to 
believe they can be Black and conscientious students at the same time 
validating their perceptions of racism and cultivating “survival skills” that 
allow them to function successfully in any setting. For some, teaching 
survival skills meant preparing students to be successful in any academic 
or social setting by recognizing racist behaviors in others and resisting it, 
developing critical thinking skills, and affirming positive esteem among 
Black people in a racist society. 
The literature review lays a foundation for understanding the 
professional conflicts of Black educators. The existing research 
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illuminates their concerns about leadership development and not having 
their views about educating Black students recognized in the broader 
educational community (King, 1992). Their concerns about leadership 
development are related to the work incidents and tensions that have to be 
mediated with other colleagues. If Black educators assumed leadership 
related to Black student issues, they felt they would be boxed into a 
prescribed role. Being perceived as having a singular, Black student focus 
would justify co-workers’ impulse to lose track of other aspects of Black 
educators’ professional interests. For the educators with the most 
classroom experience in this study, limiting the expression of the full range 
of their expertise has a significant impact on the quality of their 
professional life. 
The risks to talk with White colleagues about these conflicts 
appeared to be too great. Participants recounted how their professional 
judgment was second-guessed, marginalized, or feelings of being 
disempowered from being the professional they saw themselves to be. It 
made them feel too vulnerable, or they doubted talking about it would yield 
necessary changes so people in this study said they would often avoid the 
discussion. 
It is that nexus of vulnerability and anger that they often must 
manage in their professional life and where participants benefited from the 
lessons with racial identity theory, White privilege and racism in the course 
curriculum. For these reasons they felt the imperative to have racism 
addressed directly, comprehensively and in a reflective fashion. For 
similar reasons they saw the benefits in having racism, White privilege and 
racial identity theory offered together in the curriculum. 
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Racism, White Privilege and Racial Identity Theory 
The inclusion of racism, White privilege and racial identity theory in 
the course was valuable to Black educators for its potential impact on their 
White colleagues. They also found the examination of these topics 
validated their own experiences and perceptions. Furthermore, their ability 
to examine and articulate racism was enhanced by the imagery of the cycle 
of oppression. This specificity of the topic allowed Black educators to 
examine attitudes and feelings provoked when they saw racism in 
interpersonal interactions and organizational practices. The content also 
legitimized Black perspectives and concerns in the eyes of Whites who 
often dismissed reports of racism in day-to-day settings. Black educators 
also felt relief that the course instructors assumed leadership and 
responsibility to point out the realities of racism, a job they were 
accustomed to shouldering among themselves. 
Understanding racial identity development added another dimension 
to the participants’ knowledge about racism and their sense of Black 
consciousness. They came into the course with an articulated acceptance 
of the varied perspectives found among their group. Racial identity theory 
strengthened their insights about the social factors influencing the variety 
of attitudes and beliefs among the group. Their receptivity to the concepts 
of racial identity theory opened up additional avenues for enhancing 
communication among Black educators who were managing the stresses 
of racial isolation in predominantly White settings. 
Knowledge of the implications of the cycle of oppression and the 
role of racial identity development in interpersonal situations held particular 
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value for the participants. The concepts gave them insight into the 
formation of their own racial identity. Understanding White racial identity 
development and White privilege provided a name to behaviors and 
attitudes Blacks encountered among their White colleagues. The concepts 
gave an explanation for why statements of “colorblindness” were so 
prevalent and what social institutions sustained Whites’ mistrust of Blacks’ 
professional competence. This awareness had an empowering effect and 
ignited renewed energy among the participants. It helped them reconsider 
their own history and current attitudes of their own offspring and 
students. 
Feelings of isolation during their student lives in largely White 
settings were striking among the Black educators. On several occasions 
they stated they had never talked about the situation before and felt that no 
one would understand their feelings of isolation. They did have family and 
friends who were available, but few adults shared a similar experience or 
an understanding about the stress of isolation. With few exceptions, 
friends and family at home did not seem to know about what happened in 
predominantly White schools unless there was a specific incident that 
provoked it. 
Those feelings were complicated by the apparent contradictions in 
their home and community. In those settings they could freely enjoy just 
being Black without thinking about how others perceived affirmations of 
Blackness. Participants consistently recalled close family ties and adults in 
their community who affirmed positive aspects of Black cultural life. The 
gap between home and school made them increasingly aware of having to 
function differently in two distinctive yet inter-related worlds. The study 
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of racial identity development provided a context from which to revisit and 
reconsider moments in life that influenced their beliefs about race, racism, 
Black and White people. This was seen as a difficult but meaningful 
learning experience. 
During the course there was little explicit recognition of what 
African Americans experience when they engage in on-going discussions 
about race and racism with Whites. A few mentioned informal talks with 
the Black instructor that gave them an opportunity to share their 
perceptions. African Americans watched White people go through their 
own process of racial awareness. The lens of racial identity theory made 
it possible to interpret particular behaviors in terms of racial consciousness 
and privilege. They watched Whites struggle with attitudes supported by 
privilege. These same attitudes made it difficult for Whites to recognize 
and interpret acts of racism, bias, stereotyping from a perspective other 
than their own position of White racial dominance. Having a name for 
“White privilege” gave participants a way to name what they saw. 
Through the lens of racial identity theory and White privilege, 
assertions of good intentions could more easily observed as being too 
naive, simplistic and, in some instances, irresponsible. Naming White 
privilege allowed participants to recognize when Whites were holding each 
other accountable for the use and abuse of unearned status. This 
recognition allowed Black people to know more precisely how to work 
with Whites. At the same time this content verified Black perceptions that 
Whites were not as far along as they would have liked them to be. The 
White “choir member” was not as familiar with the music as they needed 
to be to sing their part in this mixed ensemble. 
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At the same time some Black educators became more empathetic to 
the struggles of Whites going through the process of learning about 
racism. All of them responded positively to the sincerity of their 
classmates. There appeared to be room for increased appreciation of the 
process when you have a sense of where it is going. The concepts of 
racial identity theory and White privilege provided a way of articulating the 
lived experiences of White people. The attitudes and behaviors of people 
exhibiting White privilege can be so subtle that having at least a name for it 
gave a way to work more effectively with the issues. 
It is clear that the integration of the concepts of racism, racial 
identity development and White privilege provided a powerful, 
comprehensive and meaningful framework for the Black educators. 
Inclusion of this content fostered the cross-racial dialogue Sleeter(1994) 
believes is necessary to deconstruct White racism. The impact of this 
curriculum was influenced by the sensibilities of the instructors to clearly 
present it, acknowledge and integrated the class members’ experiences. 
The participants appeared to be adversely affected when instruction did 
not reflect an adequate awareness of racism or integrate that awareness 
into various aspects of the course. The strength of their responses leads 
to another conclusion. In a course of this type, all instructors should be 
comparably versed in the issues of racism. 
Co-trainers Preparation and Insights Into Racism 
White anti-racist role models must be available for this type of 
training to model anti-racist behavior for both Whites and Blacks. 
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Readiness to assume this role goes beyond the earlier discussion on 
personality and style. Helms (1992) states: “The intervener, who intends 
to lead others into the jungle of racial conflict, will first have to take the 
journey herself or himself.”(p.219). She supports other researchers who 
believe: 
....it might be more harmful to trainees to be “trained” by a 
group leader who minimizes or denies racial issues then it 
would be to be untrained. ... Thus, to the extent that a training 
experience is characterized by crossed (trainer and trainees 
have opposite racial identity attitudes) or regressive (trainee is 
more developmentally advanced than the trainer) relationships, 
the more likely it is to result in trainees’ fixation, lack of 
receptivity, or dropping out of the activity. Moreover, the 
environmental congruence models suggest that mismatches 
with respect to interventions and the trainees’ level of 
development may discourage further development, (p.218) 
All class members expressed a desire to see more consistent 
synthesis of curricular material and more effective co-facilitation. They 
needed to see how Black/White teams could work together effectively. 
Prior to the course, only one person spoke of an extended relationship with 
a White colleague they would label “ally” and several spoke of knowing 
people who felt themselves to be enlightened when they were not. Thus, 
African Americans had not had much opportunity to see Black and White 
colleagues work together over extended periods of time to facilitate 
discussions on racism. Those who had seen Black/White teams work 
effectively in shorter term ventures were enthusiastic about the potential 
for an extended delivery of information. 
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The value of teaming Black and White facilitators to address racism 
is done to assure White people in the audience see someone like themselves 
carrying out discussions on race. Making relevant connections to all class 
members then becomes a more ambiguous factor when one considers that 
the course was specifically designed to assure White educators be engaged 
in this subject area. Under these circumstances, the instructors need to be 
mindful of the costs to class members who are Black. 
It has already been established that Black people came in and left the 
course with the impression that it was primarily for White people. So the 
challenge is to engage Black participants in ways that are meaningful and 
consistent with the course objectives. When both instructors are 
comparably versed in the issues of racism, they increase their ability to 
recognize and make meaningful connections in the life experiences of the 
Black participants. When they are not, the one with limited awareness is 
less likely to be able to relate to cultural attitudes and life experiences 
among Black participants. It was particularly problematic when the 
subject matter not directly addressing racism was presented and 
participants were left to speculate about why the instructor was diverting 
attention from the primary topic. When one is well versed in presenting the 
issues of racism they are far better prepared to integrate the additional 
subject matter or call attention as to why the synthesis is not appropriate. 
Providing Culturally Relevant Instruction 
As the instructor makes culturally relevant connections to Blacks 
and other people of color, some of the emotional costs of participation 
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may be mitigated. For example, to further the academic achievement of 
Black students, the course curriculum placed considerable attention on 
teacher attitudes about intelligence and tenacity. With little exception, the 
Black participants had minimal enthusiasm for this subject matter which 
was presented by the White instructor. If the White instructor had been 
more cognizant of the particular experiential patterns of Blacks students, 
he may have been able to make the instructional delivery of the information 
more relevant. 
For example, several participants, through childhood recollections 
and stories of their relationships with students, implied an established belief 
in some of the course’s core instructional concepts about concepts such 
as intelligence and tenacity. This was particularly true for those from the 
South who had exposure to more than one or two Black teachers in all- 
Black schools. Their teachers were remembered as offering a very 
effective blend of discipline, clear authority, knowledge of their lives, 
homes and families beyond school, and showing concern for their personal 
and future well-being. The Black teachers were remembered as 
inculcating racial pride and insisting that they had to be twice as good as 
White people to get ahead in a racist society. Those from the North in the 
same age range had minimal contact with Black teachers, but spoke of 
knowing about the tenacity of Black educators from friends and relatives 
from the South. 
The way they talked about their Black teachers in a segregated social 
context provides a culturally relevant pedagogical connection to the 
curricular agenda. All of the participants who had a Black teacher spoke 
about the special significance their presence had in their student lives. 
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Knowing this culturally relevant perspective could enhance the pedagogy in 
ways that affirmed who they were as Black people. Making the culturally 
affirming relationships can come when according to Helms (1992), the 
instructor, through lived experience, is conscious of these connections and 
has sufficient knowledge and empathy for the lives of those they train. 
Deconstructing White Racism 
Another vantage point to assess the awareness of White instructors 
is through their ability to promote the criteria Sleeter (1994) sets forth 
about staff development. Sleeter’s charge to promote cross-racial dialogue 
with critical reflection and to develop collective strategies for 
deconstructing White racism requires a sophisticated understanding of the 
issues and, according to White racial identity development theory, personal 
commitment that has developed over time. King (1991) and Ladson- 
Billings (1991a) support Sleeter’s concerns about in-service educators 
when they call attention to the lack of awareness pre-service students 
have about racism. Therefore, the statements instructors make about the 
course participants need to be examined for insight into the assumptions 
they make about their audience’s readiness and willingness to address 
racism. 
In this course, the White instructor repeatedly made references to 
the commitment of the class members. Indeed the class members were 
known for their openness to addressing African American student issues. 
Because of these perceptions, they were consistently referred to as the 
choir members, those already on board and ready to work against racism. 
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Black participants also referred to them as the choir, but their statements 
did not carry an unconditional assumption that all could be counted on to 
do the work. They were skeptical and observed racist attitudes go 
unchallenged by the White instructor while the Black instructor appeared 
to address them in a way that was instructive. 
Making premature assumptions that Whites were ready to assume 
responsibility for anti-racist work does not acknowledge the skepticism of 
those who know the rigors of anti-racist work. Unexamined White 
privilege makes it harder to recognize the cynicism about race relations 
among Blacks that has been fostered from years of dreams deferred. 
White instructors need to be aware of and responsible for the 
consequences of their own White privilege to be effective facilitators and 
role models for all participants in anti-racist training. Making unconditional 
statements of readiness appeared naive and sent the message that the 
instructor did not understand the nature of anti-racist work. 
Soliciting Feedback from Participants 
This study found that the Black participants had strong opinions 
about how Whites learned about racism and how they measured their 
growth on the subject. For example, most of the participants told stories 
about how calling attention to racism was essential to the White 
colleagues’ learning process. Recalling an incident in her school, one 
participant said if she “hadn’t spelled it out for them” the Whites would not 
have understood their racist behavior. Eliciting such information from 
Black participants could help the instructors refine their pedagogy without 
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creating a situation in which inappropriate responsibilities to educate 
Whites is placed on the African Americans class members. The roles and 
responsibilities of the instructor and class member need not be confused as 
long as the instructor with authority to act is clear about not placing their 
responsibility to act on the shoulders of those who do not have authority. 
Avazyian (1995) stresses the importance of White “allies” to be open to 
feedback from people of color. If the instructor does not solicit, or at 
least seem genuinely open to feedback, skepticism may be evoked. 
White Ally Sensibilities 
To address racism, the White person needs to know the role he/she 
has to offer in support of their Black colleagues. For example, some 
Whites were observed responding defensively when the Black instructor 
was forthright about racism. The White instructor let the Black instructor 
deal with the reactions by herself, which raised questions about his ability 
to recognize and respond in ways that demonstrated White ally behavior. 
This is an important element in providing appropriate instruction and 
modeling, in a course that addresses some of the more subtle aspects of 
racism. In another instance, a White teacher told a story that showed him 
to be very critical of a Black parent who questioned his judgment. The 
Black participants recalled this situation and stated that they understood the 
Black parent’s concerns. The inability of the White instructor to call 
attention to Black parent’s concerns and the implications of White privilege 
raises related questions about his ability and/or willingness to address it. 
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In each case, if the Black instructor is left to handle those situations, 
a contradictory messages about ‘ally” behavior is sent. There has been a 
missed opportunity to respectfully intervene, call attention to the defensive 
reaction as a function of White privilege, and allow interaction to be 
reconstructed as a learning device. That intervention creates opportunity 
to talk about the same dynamics that occur in schools. For instance, 
participants recalled situations when attitudes of White racial superiority 
led colleagues and parents to inappropriately question their credibility. The 
modeling of White ally sensibilities can be instructive to Whites who need 
clear direction about what behavior helps or hinders anti-racist work. The 
intervention is also important because it demonstrates an awareness of the 
realities Black participants face and enhances the credibility of the White 
facilitator. When facilitators are comparably versed in issues of racism, 
they can support each other, offer insights and model behaviors that affirm 
the difficult road to create and sustain anti-racist learning communities. 
The previous section illustrates conclusions that relate directly to the 
third research question’s inquiry into desirable qualities in the course 
structure, content and instruction. The last conclusion addresses the larger 
context of any staff development activity. The broader organizational 
policies and practices can influence how people perceive the viability and 
durability of training outcomes. The last conclusion addresses the 
influence of institutional commitment to staff development goals. 
Institutional Commitment 
In this new staff development initiative, African American educators 
expressed skepticism about their districts’ attitudes concerning the course. 
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They suffered through their schools’ blindness to racism as a relevant 
issue in African American student achievement. With one exception, no 
district had asserted and supported extended discussions on issues of 
racism and Black student achievement. The African American participants 
raised questions about whether the school districts and their leader were 
truly committed to the goal of the course and to providing the necessary 
support for its success. In other words, while verbal support for the 
initiative was frequently expressed institutional circumstances often 
worked counter to the expressed goals of the course. This inconsistency 
affected the Black participants’ initial desire to fully engage in the course 
because they did not want to waste their time. The inconsistency of these 
messages shaped perceptions about the longer term institutional impact of 
the course. 
Inconsistent Organizational Messages 
The participants recalled staff resistance to confront issues of 
racism, the minimal presence of African American educators, parents’ 
observations of patronizing teacher attitudes, teachers who were 
consistently viewed by Black students as racist, and the varying levels of 
awareness about racism among administrators. These observations 
shaped their expectations of the course’s ability to be successful in the 
short and long run. While enthusiastic about the realization of the course, 
they were hesitant to project the outcomes of the venture. 
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Quality Of Life 
The vast majority of participants were one of a few Black educators 
in their systems. Most reported that the districts in which they worked 
had not had any significant increase in hiring Black and other educators of 
color and some had seen a decrease among their ranks. Public support of 
the course without comparable attention to diversifying the workforce was 
seen as an inconsistent message. 
Recognizing racism in an institution requires a willingness to assess 
its policies and practices. Participants called attention to numerous 
practices in their schools that sustained institutionalized racism and worked 
against the course objectives. Some of these practices were student 
assessment and placement, aspects of the school climate that promoted 
inclusion or exclusion of students based on race, social and economic 
status, curricular resources, instructional goals, teacher evaluation criteria, 
supervisory procedures and the mission of the district. Throughout their 
careers in education, the study’s participants noted these organizational 
issues that indicated where institutional commitment was evident and 
where it was not. 
Another arena of concern was that of Black students’ relationships 
with their teachers. The Black participants noted that the problems White 
teachers had with Black students typically received public attention. They 
wanted White colleagues to get help to make their relationships with Black 
students and families less problematic. They felt that White teachers 
needed to receive on-going support and additional training and feedback to 
sustain their learning about this issue process. Otherwise, Black educators 
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felt that White people had the potential to do more damage than good. 
They felt that when explicit administrative support and expectations were 
publicly stated, teacher relationships with Black students and their families 
would be strengthened. Administrative initiative to articulate and make 
accountable anti-racist educational practices would enhance the quality of 
life for all Black people in that school. 
Black educators wanted more informed and assertive advocates of 
anti-racism training for staff, administrators and parents in their schools. 
The ultimate goal was to have a significant representation of staff trained. 
Much of the post-course follow-up activity focused on multi-racial teams 
of educators supporting student affinity groups which would also foster 
additional White colleagues to shoulder some of the responsibility of 
racism. The more seasoned Black educators believed that the absence of 
institutional commitment over time could frustrate and debilitate the most 
informed and well intended individuals. They felt any inconsistent 
messages from the institution would create additional disincentives to 
address racism. Without institutional commitment, the weight would fall 
back on Blacks to call attention to racism. Perception of administrative 
retrenchment would ultimately inhibit efforts to strengthen teachers’ 
relationships with Black students and have an adverse affect on the quality 
of life of Black adults in the schools. 
Leadership 
In terms of indicators of institutional commitment, another area of 
concern to Black educators was educational leadership development. After 
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the course, Black participants were trying to determine the level of 
personal commitment their White colleagues had and how far they could 
be trusted to do the right thing. From that perspective, I heard and 
observed the Black educators taking an active role in the many course 
follow-up activities. Because of their unique vantage point and experience, 
Black educators should be given the opportunity for input into future 
planning and evaluation. This would be a clear indicator of institutional 
commitment to understanding how to effectively address racism. 
Black educators wanted to be appreciated as having a distinctive 
perspective and being a contributing member of the school community. 
All of the Black participants reported being expected to do numerous tasks 
with and for Black students and families as part of their current jobs. 
Most reported that the time and energy spent on the numerous unassigned 
tasks was not acknowledged. This perception is important because most 
already feel the weight of responsibilities that typically far exceed their job 
description. They saw the district trainers’ role as being formally 
recognized; they were getting paid in most systems. Only one African 
American after this course was selected to be a district trainer. Another 
participant was working with a district trainer but was not being paid. It 
was reported that others decided, because they were already working on 
these issues as part of their jobs, to hold back and see who would take on 
more responsibility. It is not clear that school administrators took 
advantage of the opportunity to make public and tangible statements 
valuing multi-racial dialogue and its impact on the policies and practices of 
the school. 
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The overarching conclusions in this chapter should provoke new 
insights into the complex challenges of addressing racism in an extended 
in-service training format. The conclusions reiterate in detail the concerns, 
costs and benefits to African Americans in an on-going dialogue on racism 
with their colleagues. The importance of having a comprehensive 
curriculum to address the sources and byproducts of institutional racism 
has also been asserted. The conclusions emphasize the paramount 
importance of having an experienced team of facilitators where any 
member can assume responsibility for interpreting the issues of racism 
within the context of a predominantly White school setting. Finally, the 
larger organizational context of any staff development project needs to be 
seen as a factor that influences the participants’ perceptions of the 
viability, durability, and quality of the outcomes. 
It is now important to briefly state some of the recommendations of 
this study. These will be followed by implications which raise 
considerations for future research and practice. 
Recommendations 
The following recommendations are based on the premise that more 
explicit attention to race and racism as factors in student achievement is a 
needed focus in staff development and teacher training experiences. 
Ladson-Billings (1996) considers supporting Black students’ ability to see 
themselves as “culturally competent” and able to engage in “social and 
political critique” as a criteria for culturally relevant pedagogy that 
promotes student achievement in any school setting. Recommendations 
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from this study’s conclusions encourage educators to refine their own 
skills of social and political critique so that they can foster comparable 
sensibilities in their students. These recommendations are specifically 
designed to support an anti-racist training agenda that supports improving 
Black student achievement in predominantly White school settings and 
suggests that staff development planners and facilitators recognize: 
1. The distinctive professional conflicts African American 
educators experience due to being an isolated and visible racial 
minority in their school. 
2. The significance of having a critical mass of African 
American participants present in the experience. If a critical 
mass is not present, recognize the consequences of being an 
isolated and visible racial minority in that setting. 
3. The need to advocate for opportunities to support on-going 
intra-group communication via affinity groups, i.e. same race 
groups, among African American educators 
4. The need for organizational analysis to inform strategic 
student achievement and anti-racist interventions. Soliciting 
the perceptions of African American and other educators’ of 
color regarding institutional commitment to course goals 
should inform the analysis. 
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The following commentary on these recommendations will provide 
direction for future planning, implementation and evaluation of staff 
development programming. 
Professional Conflicts and Isolation 
African American educators should be acknowledged as 
experiencing distinctive professional conflicts due to being an isolated and 
visible racial minority in their work setting. This recommendation 
acknowledges the particular conflicts encountered by African Americans 
and suggests that other educators of color should have a forum to 
articulate their own types of conflicts in predominantly White schools. 
Particular patterns and circumstances of professional conflicts for African 
American educators identified in this study included: 
1. Formal and informal job expectations of the individual and the 
school culture imposing unrealistic demands on the individual. 
2. Lack of preparation of individual educators to discern and 
critique dynamics of racism and White privilege. 
3. The challenges for individuals to critique dynamics of racism 
without validation and constructive feedback from informed 
sources. 
4. The challenges for individuals to critique dynamics of racism 
when colleagues are unaware and resistant to accepting the 
realities of its existence and significance in the school setting. 
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While a number of personal and organizational factors may be 
associated with the circumstances of any conflict, the variables of race 
and institutional racism should be considered a potential and significant 
variable in any situation. Because of the multiplicity of contributing 
factors, several situations should be analyzed to discern emerging patterns 
of the conflict that Black educators experience in any particular school 
setting. Planners giving attention to this recommendation should consider 
theories of multicultural organizational development (Jackson, 1989) and 
the literature on the experience of racial minorities in predominantly White 
institutions (Love, 1992). 
Critical Mass 
There needs to be acknowledgment of the significance of having a critical 
mass of African American participants present in the training experience 
by planners and trainers. If a critical mass is not present, trainers must 
recognize the consequences of being an isolated and visible racial minority 
in that setting. The significance of critical mass to the quality of 
experience for African Americans in a setting designed to extensively 
discuss racism cannot be underestimated. The recommendation is also 
meant to minimize the prospect of being “the only one” and sense of 
isolation for racial minorities in such settings. In this study, having a 
critical mass of Black colleagues present was a potential: 
1. vehicle for emotional support, 
2. source of feedback, and 
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3. critical reflection about their own reactions and the responses 
of others to the subject matter. 
Creating opportunities for these three elements should be considered in the 
planning process. 
When critical mass is not viable to secure through recruitment, the 
facilitators should be conscious of the potential stress on the individual. 
Depending on the nature and length of contact, establishing a relationship 
that allows feedback from the individual on how they are experiencing the 
activity may help them to mediate the effect of isolation. Making the 
availability of an external racial affinity groups possible may also help to 
manage the stress when a critical mass in the training site is not possible. 
In this study, the critical mass of Black educators also made it easier 
for them to support their White colleagues. Whatever the presence of 
African Americans in the setting, White classmates should be encouraged 
to understand and avoid circumstances that impose pressure on Black 
people to educate them on racism. In the spirit of being an effective ally, 
ideas and approaches could be examined that would minimize burdensome 
pressures in Black/White interactions. More explicit attention to ways in 
which to enhance collegial relationships across racial lines would be an 
appropriate element in a comprehensive approach in curriculum about 
racism. The benefits of including this dimension in the training experience 
may have potential influence in the school where participants work. 
Consistent modeling of confident communication about issues of race 
among adults of different racial backgrounds would be beneficial to 
students and foster a better climate for dialogue and anti-racist behaviors. 
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Intra-Group Communication 
The need to advocate for opportunities to support on-going intra¬ 
group communication via affinity groups among African American 
educators should also be recognized by staff development planners. This 
would address several related concerns raised in this study. When the 
training is oriented towards White colleagues, it could be made more 
manageable, and possibly more enlightening, if there was a venue to 
discuss and get feedback from other individuals that share the same 
experience. Secondly, as an agenda item of the staff development 
objectives and structure, a venue for same-race discussions could be 
focused on examining intra-group dynamics of colleagues working in 
largely White settings. Including White privilege and racial identity 
development in the curriculum is most appropriate in order to complement 
and inform those discussions. Comparable affinity groups made available 
to Whites and other people of color within the community may also be 
used to encourage better communication about contentious issues across 
racial groups. Lastly, establishing this venue as an aspect of the training 
design could lay the groundwork for the continuation of dialogue as an 
affinity group and be a source of on-going professional support and 
advocacy of the anti-racist staff development goals. 
Organizational Assessment 
There is a need for staff development planners and facilitators to consider 
the value of organizational analysis to inform strategic, academic 
226 
achievement and anti-racist interventions. Soliciting the perceptions of 
African American and other educators of color regarding institutional 
commitment to these goals should inform the analysis. Furthermore, 
recognizing the degree of emotional investment for Black educators linked 
with the success of such anti-racism intervention strategies ventures 
would illuminate priorities and concerns of a segment of the participants. 
Soliciting racially diverse perspectives would allow teacher trainers to have 
an expanded point of view of the organizational history of a particular 
district when they work with administrators on staff training programs on 
racism, specifically, the planning process from the Black perspective and 
from other racial minorities. 
This recommendation would also address soliciting Black educator 
input in staff development that addresses racism and academic 
achievement. In this study, messages that ignore the significance of race 
in teacher-student interactions should have been confronted. Black 
participants prioritized that White teachers needed to be focused to look at 
how racism colored their responses to Black students in the classroom 
settings. The major concern here is that race must be represented as 
integral to the discussion of Black student academic achievement. A 
cross-disciplinary delivery and integrated approach is recommended. This 
may require that instructors experienced in these issues and in co¬ 
facilitating discussions of race in multi-racial settings may need to be given 
priority in hiring. 
A factor that needs further interrogation is the unexamined existence 
of racism, sexism and White privilege as variables in the planning process. 
Sexism and class status may also be influencing interpersonal interactions, 
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so one needs to be alert to the intersection of race, gender and class to 
implement this recommendation. While Black participation was evident, it 
does not mean that subtle dynamics of oppression were abated. The 
presence of a critical mass of Black educators in the course suggests that 
Whites are made more accountable to examine the ways in which their 
racial group is privileged. Circumstances where the inability or 
unwillingness to question pre-existing perceptions of race and gender must 
be seen as influential in the development and evaluation of staff 
development initiatives. To avoid group dynamics that silence members 
based on race, gender and professional status, accountability to examine 
the process for those factors must be declared and persistently reinforced 
by White allies and other African Americans. A politically sensitive 
mechanism to critique the planning process for these factors should be 
considered. The use of racial affinity groups for collective self reflection, 
critique and feedback from planning through evaluation may be a 
component for that mechanism. 
The findings and course goals also provide a rationale to evaluate 
individual and organizational strategies to address structural racism in a 
school’s climate and policies. African American educators were 
concerned about policy and practice beyond classroom walls, such as 
student placement and assessment practices, teacher-parent relationships, 
staff training and collegial communication. Teacher and classroom change 
also needs institutional support to sustain progress. Sleeter’s (1994) 
recommended actions help us refine the focus of further evaluation. Based 
on her analysis, she suggests anti-racist outcomes from staff development 
strategies should encourage individuals to see and act on relationships 
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between individual, symbolic and systemic racism. With this knowledge 
base in mind, evaluators could assess the ability of individuals to carry out 
Sleeter’s recommendations by developing collective strategies to 
deconstruct White racism based on critical cross-racial dialogue. 
For a variety of reasons, this course focused on racism as a factor 
in dynamics among Blacks and Whites. The application of racist 
stereotypes and systemic exclusion has also been imposed on indigenous 
people and those of Latino/Hispanic and Asian descent for over a century 
(Spring, 1995). Also rapid changes in demographic patterns in student 
populations demand the conceptualization of racism and ethnocentrism as 
significant and dehumanizing factors for varied non-dominant racial and 
ethnic groups. It is strongly recommended that planning and evaluation 
practices demonstrate a willingness to consider the limiting and misleading 
consequences of racism ,or any of the other oppressive social hierarchies 
such as sexism or classism, being viewed solely in terms of a Black and 
White context. 
These recommendations create a foundation from which to address 
the distinctive and varied concerns of Black educators in largely White 
settings. The recommendations are not designed to represent the Black 
community as a monolithic, static entity. They leave room for the wide 
range of attitudes and beliefs held among African American people. A 
position recognizing the diversity within the community is as important as 
the recommendations themselves. Based on the previous analysis, the 
following suggestions for further research are offered 
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Implications for Future Research 
This study’s implications encourage further research on 
instructional considerations to prepare teachers to address the influence of 
racism on student achievement. It is clear that this study has provided 
important information about the course’s immediate impact and perceived 
effectiveness. This course has inspired much understandable enthusiasm 
for continuation. To have continued support for a costly and time 
consuming training to address racism in suburban schools is no small feat. 
That fact, in and of it self, is a noteworthy accomplishment. The 
following discussion on implications focuses on the need for further 
research and evaluation of anti-racist staff development initiatives. 
Issues For Future Research And Evaluation 
The objective of any future analysis should be to ascertain what 
does and does not encourage active anti-racist behaviors in participants in 
the context of their respective roles as educators. Future evaluation 
methods should ascertain the impact of the course among participants and 
note any distinctive variations by racial group and professional roles, i.e. 
school based administrators, classroom teachers, specialists, etc.. Future 
analysis should advance insight on the impact of this particular type of 
curriculum on the individual and its transference to the educators’ overall 
classroom, student support or administrative practices. 
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Furthermore, analysis should detect the specific impact teachers as 
course graduates have on African American and other students whose 
academic success is adversely influenced by perceptions of their race, 
language and culture. The standard forms of student assessment, i.e. test 
scores and attendance rates have been typically discussed as indicators of 
improvement. In course documents at the time of the study, there had 
been no mention of indices related to course topics such as teacher- 
student relationships, a climate risk taking, the influence of methods of 
assessment or developing a sense of efficacy, i.e. relating effort, 
intellectual capacity and achievement. 
There is a framework which examines factors in Black student 
achievement in Ladson-Billings (1995) research on culturally relevant 
pedagogy. Her work in this area and strategies of successful teachers of 
Black students could be used to inform evaluation measures. Specifically, 
indicators of student success need to include, but go beyond test scores to 
their demonstration of “cultural competence...and [ability to] understand 
and critique the existing social order” (Ladson-Billings, 1995, p. 474). 
This framework for data collection and analysis of teacher-student 
interactions after the course would yield baseline data on the existing status 
quo and foster discussions on additional measures of success in suburban 
schools. Ladson-Billings’ work can also be used to continue discussions 
on what specifically needs to be done by teachers to be effective with 
Black students and to determine if and how graduates are currently doing 
effective work with them. Ladson-Billings (1995) characterizes 
successful teachers in terms of their: 1) Conceptions of self and others, 2) 
Social relations, and 3) Conceptions of knowledge. Once effective 
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teachers of Black students are identified, lessons on what, how and why 
they do this work can inform other practitioners. Ladson-Billings’ work 
may also establish a basis to determine which teachers are effective with 
students of color who are not Black, and have encountered barriers to 
academic success. 
Another dimension in this research should focus attention on the 
challenges and opportunities for African American and other racial 
minorities in related activities during and after the course. It has been 
established that Black educators are concerned about racism (King, 1992), 
so the scope of analysis during training activities would extend 
identification of the issues Blacks have in carrying out anti-racist initiatives. 
Sleeter’s (1994) recommendations to encourage ideas on critical self¬ 
reflection could be applied as a conceptual bench post for framing the 
focus of the research. Specifically, what interpersonal and organizational 
issues are expressed by Black educators as complicating communication 
among themselves in general and in efforts to address racism? We also 
need to examine what issues and concerns African American educators 
have about other people of color in efforts to address racism in these 
schools. Based on that work, we can discern what strategies can address 
these issues and how this data can inform future staff and organizational 
development planning. Finally, future evaluation could consider the 
influence of the course structure and instructional practice that address 
issues of isolation, mutual support, ongoing collaboration, coalition 
building, and intra-group awareness. This type of analysis appears 
pertinent for assessing qualities affecting the quality of professional life for 
racial minority educators in predominantly White schools. 
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This concludes the review of implications for research from this 
study. There is a disposition to further insight and recognition of the 
perspectives of African American educators. Acknowledgment of the 
distinctive perspectives and issues Blacks in predominantly White settings 
bring to staff development experiences is encouraged. There are major 
costs and benefits to their participation in such activities. Yet there is no 
question that these Black educators believed it was worth the struggle and, 
that fact, in light of all the social forces that continue to foster mistrust 
across the races, should give us all a little more hope. 
Final Reflections 
As I write this last section, my appetite for more knowledge has not 
been satisfied by the demands of carrying out this study. In the beginning, 
I had resisted doing a study that only focused on Black and White people. 
Yet the demographics in this particular setting determined the focus on 
African Americans as the numerically significant racial minority group. 
During the initial phase I chaffed and looked for ways to expand the 
analysis beyond a Black/White framework. But the only thing I gained 
was more time wasted on making unrealistic methodological and analytic 
decisions in the study. Once I settled down and accepted this focus, 
another opportunity opened up. I had the chance to see even more closely 
how the Black /White constructs of race and racism are sustained. 
In the beginning of the study, I knew there was a fundamental 
problem with thinking about racism primarily as a Black /White experience. 
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As a Black educator whose professional history has been dominated by the 
ideas of race, racism, and identity, I knew the world was changing and I 
had to change with it. Growing up, much as the people I interviewed, I 
never thought of anyone else much in terms of race, other than Black and 
White people. I was pretty oblivious to it all and was leading a pretty 
happy and life until I went to college in the late 60’s when Martin was 
killed. 
My insight into the lives of people who had another cultural and 
racial frame of reference began to expand in recent years. My work 
required travel around the country. Through the evolution of close 
personal and professional relationships with Latinas, Native people and 
Asian Americans, that perspective was challenged. My eyes were made 
more open to the ways people of color who were not Black were being 
rendered invisible. It was as though they are not part of the discussion of 
race and I have been troubled that my own Black people were colluding in 
perpetuating that silence. 
I saw how well intentioned people used the phrase “people of color” 
but really were referring exclusively to Black people. I saw how a 
theoretical design generated out of the civil rights movement was allowed 
to encompass Native peoples, Latinos and Asians, who had their own 
distinctive socio-cultural history in this country. I saw Whites being 
prepared to be anti-racist allies and have no idea what the limits were of 
the knowledge that was presented in terms of people of color who are not 
Black. I saw Black people not have the opportunity to examine the impact 
of internalized racism and examine the ways in which we collude to do to 
other people of color what Whites have done to us. Since this course took 
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place, I believe the planners have tried to assure wider racial inclusion in 
the treatment of the subject matter; I also believe they are continually 
limited to do substantive changes within the existing structure. From all of 
this, I have come to recognize the challenge of redefining the discourse on 
race and racism in this country. 
So the experience has given me more insight to further my research 
interests. It has also inspired me to not perpetuate an exclusionary 
Black/White discussion of race and to work more diligently at raising these 
issues with others. There is so much racial, cultural and linguistic 
diversity in schools today that it is irresponsible not to challenge 
exclusionary attitudes based on Black/White perspectives. I feel more 
strongly that coalitions among people of color are the primary way to see 
these students are better served. Furthermore, this work has also made 
me recognize the potential of supporting the development of White allies. 
Seeing White educators work on their own racism and ways to be anti¬ 
racist allies through the course and afterwards has also been very 
rewarding. Seeing their earnest effort and growth has strengthened my 
belief and understanding about the ways in which multi-racial coalitions are 
constructed and maintained. 
The last research question asked about the meaning of this 
experience to African American participants’ efforts to promote anti-racist 
education in their schools. In these concluding comments, I want to share 
my own attitudes about promoting anti-racist activity in schools. I believe 
it is very important to see an individual’s capacity for anti-racist 
development on a continuum from interest to commitment. Interest, in this 
case, is distinguished from commitment because, interest can be sparked 
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from a variety of impulses and motivations. The impulse that stirs interest 
may come from ethical principles, a sense of the inevitable, and personal 
involvement that create a bridge for empathy. This then makes familiar 
that which was once strange and foreign. A person’s interest to be against 
racism can be heartfelt without any real insight into the nature of the beast. 
An individual’s interest may create an openness to change and participate 
in the process of change. At the same time, a willingness to change is 
more likely and more durable when individuals perceives their self-interest 
is being served by that change. 
People become more committed through awareness and assurance 
that change is right for them. Personal commitment takes time to develop 
and needs cultivation and nurturance. I believe being committed is a 
choice that is solidified by information and an awareness of available 
options. I also believe commitment is fired by a sense of passion and 
vision of that which is not clearly seen but is believed to be true. 
While I cannot see it, I believe that a social climate that resists 
racism must be held out as a possibility. I also believe schools are the 
place where the struggle to envision and demand social justice in a 
democratic society should occur. The Black educator, participants in this 
course were determined to uphold their expectation of a just society that 
would not longer diminish the humanity of some people based on race. 
They, as I, believe that children need reassurance of this likelihood. As 




LETTER TO SUBJECTS REGARDING INTERVIEWS 
Dear Participant: 
I appreciate your interest in this study on African American Educators’ 
professional development experiences. I know you have valuable experiences 
and ideas to offer. This letter explains what will be asked of you as a participant 
in this study. I am the ethnographer for the EMI courses and an educator and 
doctoral student at University of Massachusetts. The study referred to in this 
letter and the consent form is part of my doctoral work as distinguished from my 
assignment with Dr. Beverly Daniel Tatum to record, describe and interpret the 
EMI Anti-Racism and Effective Classroom Teaching Practices for All Students 
courses. The purpose of my study is to understand and describe the 
experiences of African American educators who have taken part in a 
professional development course dealing with racial identity and racism in 
schools. Based on review of existing research, this is a unique study in that: 1) 
it focuses on African American educators, 2) it looks at their experiences in 
predominantly White school communities, and 3) it focuses on their 
professional development experiences. 
The attached page describes in more detail what I am asking you to 
participate in, agree to and serves as a consent form. Please read it carefully. 
The University of Massachusetts requires that you sign a consent form as a 
participant in this project. If you have any questions, please call me at 617-983- 
3722. There will be approximately 6-8 people interviewed. The knowledge and 
ideas that you and others offer will help me to understand the meaning and 
implications of Black educators involvement with anti-racism and diversity 
initiatives in schools. 
If you are comfortable with the attached agreement, please sign both 
copies, keep one for yourself and send the other copy to me in the enclosed 
envelope. I look forward to meeting with you at a time convenient with your 
schedule. For scheduling purposes please let me know as soon as possible of 
your availability to be interviewed. Thank you, I look forward to listening to 





CONSENT FORM FOR VOLUNTARY PARTICIPATION 
I agree to participate in a dissertation study about African American 
educators’ professional development experiences conducted by Paula Elliott, a 
doctoral candidate in the School of Education at the University of 
Massachusetts in Amherst. The University of Massachusetts requires that 
people who participate in any research must understand the purposes and 
process of the study in order to give informed consent. 
I understand that the purpose of this study is to gather information from 
Black educators who participated in a professional development course during 
1993-1994. Participation in this study provides the opportunity to contribute to 
the research on Black educators and in-school professional development 
programs addressing racism. I understand that the information generated from 
my participation in this study will be used primarily for doctoral research but 
may also be used for educational purposes, in classes, conferences, and in 
written publications such as articles. I will be asked for written consent in any 
circumstances if use of my interviews exceeds the parameters of this agreement. 
I will participate in two audio-taped interviews which will last up to 90 
minutes each. I understand my interviews may be transcribed by the researcher 
or one or more transcribers. I understand I have the right to ask to review the 
transcription of my interviews to assure accuracy. I understand that I will not 
be identified by name and a pseudonym will be used in written materials. 
Pseudonym initials will be used for any people referred to in the interview. 
Because of the small number of participants, I understand that there is some risk 
that I may be identified as a participant in this study. I make no financial or 
medical claims on the interviewer or the University of Massachusetts for my 
participation and any projects and documents derived from this study. 
I understand that questions about the study, the process, or the way 
that the information will be used can be asked during the interview process. I 
may withdraw consent to have specified excerpts used if specified before the 
completion of the interview process. I may have the opportunity to read the 
profile composed for the dissertation to make sure it conveys my experience. I 
am free to withdraw my consent, and discontinue participation in this project 
before completion of the interviews without judgment, or prejudice. 
I,_have carefully read this statement 
and agree to participate as an interviewee under the conditions stated above. 
Signature of Participant Date 
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